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Abstract

Enrollment of students of color (SOC) in higher education has called on student affairs
professionals to design and implement programs and policies focused on diversity and inclusion
(Mueller & Pope, 2000, 2003; Ellertson, Moore, & Marsh, 2007; Pope, Mueller, & Reynolds,
2009). White student affairs professionals need to develop cultural competencies about race to
aid the development of students of color at Predominantly White Institutions (PWI) (Mueller &
Pope, 2001). Book clubs are one way to gather and converse about race and identity (Polleck &
Epstein, 2015). The White Racial Identity Development theory (WRID) is a way to bring
awareness about race and racism to White people so they learn to accept their Whiteness as part
of their identity and consider what it means to be White (Helms, 1990). The purpose of this study
is to understand the experiences of White student affairs professionals engaged in difficult
dialogue (Sue & Constantine, 2007) on race through the forum of a book club.
Data collection focused White student affairs professionals at a Midwest university
during the form of s book club, participants’ understanding of the text, their self-described
location on the WRID continuum, and their perceptions of the experiences of SOC.
Observations, pre- and post-interviews, journal entries, and pre- and post- responses to the White
Racial Identity Attitude Scale were used to collect and analyze data. Findings yielded eight
themes that speak to participants’ increased self-awareness of racial identities, perspectives
gained through the experience of the text, and nuanced understanding about the lived experiences
of SOC.
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CHAPTER 1: Introduction

Problem Statement
Making an immediate transition to college has been on the rise among all racial and ethnic
groups (Roderick et al., 2009). Colleges and universities have been growing at a fast pace when
it comes to enrolling students from many different backgrounds, languages, and racial disparities
(Mueller & Pope, 2000, 2003; Ellertson, Moore, & Marsh, 2007; Pope, Mueller, & Reynolds,
2009). However, an array of colleges and universities continue to be ill-equipped to address
retention issues of African American students or the students of color (SOC) population (Hannon
et al., 2016). For African American students attending a predominately White institution (PWI),
their minority status creates challenges because of existing racial disparities in higher education.
Brower and Ketterhagan (2004) state that “specific colleges and universities develop their rules
and expectations based on the students who have attended; the faculty, staff and administrators
who have worked there; and the trustees, alumni, and state government who have a stake in its
operation” (p. 97). In this case, PWI limit opportunities for SOC to include themselves with
same-race classmates, faculty, and staff (Walls & Hall, 2018) and may not cater to SOC specific
needs.
The professionals that make up the Division of Student Affairs (SA) have been called upon
to create and offer diverse and inclusive programs and policies for all college students (Mueller
& Pope, 2000, 2003; Ellertson, Moore, & Marsh, 2007; Pope, Mueller, & Reynolds, 2009).
Researchers (Ellertson & Thoennes, 2007; Hunter & Murray, 2007; Moore & Marsh, 2007) have
identified pathways to create programs focused on inclusivity: learning community courses,
orientations, first year experience programs, leadership workshops, housing and residence life
programming, and training student staff members. Because student affairs professionals cater to
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such diverse student needs and contexts, offering these programs through these avenues reaches
all students. Along with programming, White student affairs professionals need to create cultural
competencies in themselves and others to ensure that SOC experience a healthy racial climate
(Mueller & Pope, 2001). Long (2012) asserts that student affairs professionals will not see or
understand the challenges SOC face if they are not aware of their own identities, values, and
attitudes. The task moving forward is for SA professionals at PWIs to recognize and diminish
barriers for African American students or SOC through educating themselves and students and
staff outside of the classroom (Hunn, 2014).
Significance of the Study
To understand the experiences of students of color is to recognize that they may need
additional supports than their White peers when navigating college (Gopalan & Shannon, 2019;
Miele & Nguyen, 2019; Rendon, 1994). Being culturally competent requires the ability to
interact and dialogue across diverse groups (Sue & Constantine, 2007, p. 142). If student affairs
professionals are not culturally competent (Mueller & Pope, 2001) and mishandle racial
discussion or interactions, students may be angry, hostile, silent, complaining, misunderstood,
which may block the learning process (Young, 2003, p. 136). Students of all races rely on those
in student affairs positions to guide their learning and direct these conversations (Young, 2003)
and interactions.
As Mueller and Pope (2003) explain:
Given the amount of contact and responsibility that White student affairs professionals
have for the academic success and emotional well-being of students of color, it seems
crucial that greater attention be focused on the influence of racial consciousness on the
effectiveness of White student affairs practitioners (p. 153).
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Increasing racial awareness on a college campus involves teaching topics about identity
groups such as race, gender, and class, which in turn may bring about feelings of guilt and shame
to anger and despair (Tatum, 1992, p. 2) for all involved. Tatum discusses that if these feelings
are not confronted, they could have the potential to lead to possible resistance during learning.
This type of resistance can impede academic success (Tatum, 1992). But if handled more
skillfully, the opposite effect could take place which becomes a strong foundation for learning
and growth (Young, 2003). The academic success and lived experiences of students of color can
be partially attributed to the racial climate (Walls & Hall, 2018). Identifying challenges and
finding ways to overcome them will improve the campus racial climate, support increased
resilience of SOC (Harper, 2015), and help to meet the specific needs of SOC.
Purpose of Study
This study was designed to understand the experiences of White student affairs
professionals engaged in difficult dialogue on race through the forum of a book club with the
application of the White Racial Identity Development Theory (Helm, 1990). The purpose of this
study was also to shape participants’ understanding of SOC, the challenges they face and the
experiences they have at a PWI. Findings also demonstrate how the White Racial Identity
Development (WRID) theory can be used as a tool for White practitioners to examine their own
identity and to promote personal and professional growth. Using a single holistic case approach,
this study addressed three research questions:
1. How did a group of White student affairs professionals make meaning of the text, The
Hate U Give, in a book club focused on discussing race?
2. In what ways, if any, does dialogue about race influence participants’ self-identified
level on the White Racial Identity Development theory continuum?
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3. How does reading and discussion of the book, The Hate U Give, shape White Student
Affairs professionals’ understanding of students of color?
Data collection focused on the book club intervention, participants’ understanding of the text,
their self-described location on the WRID continuum, and their perceptions of the experiences of
SOC. Observations, pre- and post-interviews, journal entries, and pre- and post- responses to the
White Racial Identity Attitude Scale were used to collect and analyze data. The book club lasted
six-weeks with data collection spanning eight-weeks. Findings yielded eight themes that speak to
participants’ increased self-awareness of racial identities, perspectives gained through the
experience of the text, and nuanced understanding about the lived experiences of SOC.
Definitions of Terms/Key Theories
This study is based upon three major theories: Framework for book clubs (Polleck, 2010),
Reader Response Theory (Rosenblatt, 1978) and White Racial Identity Development Theory
(WRID) (Helm, 1990). Each theory helps to explore and analyze the experiences of White
student affairs professional in a book club discussing race as well as how WRID level affects
perception of their students of color. The theories that frame this study and the terms that are
highly used throughout are defined below and a full discussion is provided in Chapter 2:
Theories:
1. Framework for book clubs- Polleck (2010) defines books clubs as “small
collaborative groups whose purpose is to enhance literacy and personal and social
growth,” (p. 51) which contains three steps: transaction, interaction, and
outcomes/transformation.
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2. Reader Response Theory- Rosenblatt (1978) as “the point where reader and text meet
and meaning construction occurs” (p. 52) and is comprised of two processes: efferent
and aesthetics.
3. White Racial Identity Development theory- Helm (1990) explains White racial
identity development theory as when a White “person must become aware of her or
his Whiteness, learn to accept Whiteness as an important part of herself or himself,
and to internalize a realistically positive view of what it means to be White” (p. 55)
and is identified through six stages: Contact, Disintegration, Reintegration, PseudoIndependence, Immersion/Emersion, Autonomy.
Terms:
4. Predominately White Institutions (PWI)- Brown and Dancy (2010) define PWI as an
institution of higher education were White people make up for 50% or greater of the
student enrollment.
5. Difficult Dialogue- Sue, Lin, Torino, Capodilupo, and Rivera (2009) define difficult
dialogues as “threatening conversations or interactions between members of different
racial and ethnic groups” (pg. 184).
6. Student Affairs- Long (2012) describes the division of student affairs as “a large,
complex area of campus operations and is comprised of many departments from a
wide variety of educational backgrounds” (p. 1) where people use their skills and
experiences to enhance and develop students’ cognitive and interpersonal skills.
Student affairs differs from academic affairs only in the sense of what they are able to
do to help students. For example, a career counselor will help students find
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internships and jobs while an English teacher will help students improve their writing
skills (Long, 2012).
The first three terms reflect the theoretical framework guiding this study. The second three terms
reflect contemporary aspects in higher education.
Summary
As designed, this study intended to understand the experiences of White student affairs
professionals engaged in difficult dialogue on race through the forum of a book club with the
application of the White Racial Identity Development Theory. Cross-racial interactions occur on
a daily basis, specifically at institutions of higher education. Students of color that attend a PWI
will have less opportunities to interact with people that look like them, which can create a
climate that is not conducive to meeting their needs and may inhibit their growth. By
understanding the experiences of White student affairs professionals in a book club on race, this
research will inform how student affairs professionals can deepen understanding of the
challenges faced by SOC and inform their participation in trainings and programs for crossracial interactions. This study also increased White student affairs professionals’ comfort level in
understanding their own identity with the application of the White Racial Identity Development
theory.
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CHAPTER 2: Literature Review

The purpose of this study is to understand the experiences of White student affairs
professionals engaged in difficult dialogue on race through the forum of a book club with the
application of the White Racial Identity Development Theory. The purpose of this study is also
to shape participants’ understanding of the experiences of and challenges faced by SOC at a
PWI. This literature review is mapped out in four parts. Part one focuses on the experiences of
students of color (SOC) at Predominately White Universities (PWI). This section discusses the
barriers students of color face at PWIs and ways higher education has created strategies to help
these students. Part two focuses on the department of student affairs and how it ties into student
development. The history of student affairs is discussed in detail as well as the development of
students and how these two go together. Part three focuses on difficult dialogues and race-based
conversations. In this section, race-based conversations are examined in the forum of a book
club. It is important to know why these conversations are difficult and ways to facilitate
conversations on important topics such as race. Further, part four focuses on White Racial
Identity Development theory and book clubs. The last section explores the White Racial Identity
Development theory and the six stages as well as how book clubs could be an ideal forum to
examine this theory. This review of the literature frames this study with historical and current
research on what students of color experience at predominately White institutions, highlighting
the effects of how difficult dialogues based on race and understanding of White racial identity
development are essential to combat these barriers.
Part One: Experiences of Student of Color at Predominately White Institutions
Historically, students of color were not allowed to go to school with White students.
Brower and Ketterhagan (2004) identify the decision of Brown vs. Board of Education in 1954
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as the cornerstone that “marked the beginning of the of the United States’ move towards full
racial and ethnic integration in public K-12 education by providing equal rights for all students,
regardless of racial or ethnic background” (p. 95). This decision was further supported by the
Civil Rights Act of 1964. While these were not the first nor the last actions challenging
segregation in education, these two actions required school integration and led to significant
change for colleges and universities (Stefkovich & Leas, 1994). Until the Civil Rights movement
of the 1960s, Historically Black Colleges and Universities (HBCUs) were institutions most
accessible to Black students (Gasman & Abiola, 2016). HBCUs, codified by the Higher
Education Act of 1965, were created solely for the purpose of educating and empowering
African American students (Crewes, 2017; Gasman & Abiola, 2016). Research (Van Camp,
Barden, Sloan, & Clarke, 2009) indicates that Black students choose HBCUs because of a strong
sense of racial belonging and the absence of stress associated with being a minority on campus.
Since the Civil Rights movement, African Americans have increased access to a range of
institutions. This has led to decreased enrollment of African American students at HBCUs and
increased enrollment at predominantly white institutions (PWI) (de Brey et al., 2019) Hunn
(2014) stated that “the move of African American students to PWIs had both positive
experiences (integration of race in a global community) and challenging consequences (remnants
of prejudice, discrimination, and anxiety associating with people different from self)” (p. 303)
for many students. Even now, those who pursue their degree at PWIs, still face racial challenges
(McClain & Perry, 2017; Solozano, Ceja, & Yosso, 2000; Hollingsworth, Cole, O’Keefe,
Tucker, Story, & Wingate, 2017; Griffin, Johnson, & Jogan, 2019).
Many PWIs look to be diverse with little to no problems for students of color (SOC), but
what cannot be seen is that most SOC encounter challenges that hinder retention and graduation
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rates (Hunn, 2014; McClain & Perry, 2017). From the 2002 starting cohort to the 2010 starting
cohort, The National Center for Education Statistics (de Brey et al., 2019) consistently reports a
20% or greater difference between Black and White graduation rates within four, five, and six
years. McClain and Perry (2017) state that many students of color will not even graduate from
PWIs, which can have long-terms effects on lifestyle earnings and quality of life for students of
color (Hunn, 2014). As for graduation rates, Scott et al. (2013) found college-bound Black males
arrive at PWIs unprepared to face stereotypes and the lack of supervision that college affords.
Because high schools are not adequately preparing these students, colleges must address these
gaps in preparation. Black women, who demonstrate increasing college enrollment, also struggle
with lagging graduation rates (Wickle-Wagner, 2015). Wickle-Wagner’s study indicated three
factors that affect the success of Black female students: individual self, relationships, and
institutional support. While findings indicate that Black women were most responsible for their
own success, when institutions provided programming to enhance academic support and student
coping strategies, students were able to draw on resources beyond themselves and their parents,
faculty, and friends.
PWIs are continually challenged with retaining African American students because of
barriers to matriculation including racial climate, campus climate, culture, and lack of diverse
faculty and staff (Hunn, 2014, p. 304). Brower and Ketterhagan (2004) conducted a study on the
notion that if properly matched to a college that paralleled their expectations of success, potential
and energy, African American students would be more likely to persist in college. The
assumption was that a match would exist for majority-status (White) students as well as a natural
mismatch for minority-status students at a PWI and vice versa for Black students at HBCUs.
Findings confirmed this assumption. No matter when students attended college, there was more
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success found at the university that best catered to their race, but Black students at PWIs “had to
work much harder than their White counterparts.” (p. 109). Race and racism play key roles in
why PWIs may not be as prepared for SOC. Racism, represented by researchers as “societal
rejection and a sense of failed belongingness” (Hollingsworth et al., 2017, p. 104), can affect the
structures, processes, and discourses of the college climate.
Racial Climate
Collegiate racial climate is defined as “the overall racial environment of the college
campus” (Solozano et al., 2000, p. 62) and can facilitate or inhibit the success of SOC at PWIs.
A perceived lack of belonging is an overwhelming theme captured by extant research on the
experiences of SOC at PWIs (Hannon et al., 2016; Hollingsworth et al., 2017; Hunn 2014;
McClain et al., 2016; McClain & Perry, 2017; Parker et al., 2016). Hannon et al., (2016)
emphasized the fact that it is crucial to understand how race, gender, and collegiate settings all
influence the college experiences of this population.
The lack of equity between racial and ethnic groups can affect everything from
academics and student organizations to resident life and campus security. Notwithstanding the
efforts of colleges and universities to be inclusive, inequitable acts occur more often than one
may think. Hunn (2014) states that many students of color receive clear messages that they are
not wanted at PWIs (p. 304). Black males report being stereotyped by White peers and
professors (Harper, 2015) and profiled by campus police officers (Parker et al., 2016). Parker et
al. (2016) asserts that “Black male undergraduate students, like many other underrepresented
populations in college, are confronted with a multitude of challenges, and uncovering the true
realities faced by these students is the first step in exploring ways to help them succeed.” Three
major factors that Black males struggle with was: 1) divergent feelings of safety and belonging;
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2) institutionalize climate issues and 3) the role of personal responsibility. Black females report
feelings of inadequacy and isolation, specifically when attempting to join White campus
organizations or being the only SOC in a class (Hannon et al., 2016). Hannon et al., (2016) state
that the number of African American women who attend a PWI, has increased significantly,
which shows the importance of education in the African American community. Five issues that
Black women faced were living in multiple worlds; sense of belonging; expectations; awareness
of surroundings; and coping. These roadblocks for Black women and the struggles faced by
Black males, hinder adjustment, engagement, and completion for African Americans who attend
PWI.
African American are also discriminated against based on the shade or tone of their skin.
Hunter (2016) highlights that lighter-skinned African Americans (and Latina/os) are often treated
better and complete more years of college than darker skinned people. Colorism and the colorbased halo effect are manifestations of racism in which positive traits are associated with
Whiteness and negative traits are associated with Blackness. Both terms capture how, based on
skin color, those with lighter skin may be treated better than those with darker skin. Hunter
(2016) explains the color-based halo effect “can have a strong effect in the classroom where
lighter-skinned students of color may seem more attractive to teachers because of racialized
beauty standards” (p. 56), which may lead to better relationships with their teachers and
increased academic success, with the opposite dynamic happening for darker-skinned students.
McClain and colleagues (2016) confirm that minority status presents “unique stressors
experienced by minority students, which may include experiences with racism and
discrimination, insensitive comments, and questions of belonging on a college campus”
(McClain et al., 2016, p. 102). The racial climate of PWIs can be distressing, isolating, and
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discriminatory for ethnic minority students and requires that these students learn to cope with
these new challenges (Solozano et al., 2000, p. 69).
Double Consciousness
Being a student of color at a PWI can mean learning to navigate multiple worlds (Hannon
et al., 2016); a Black and White world. Students who have not experienced diverse populations
may have trouble adapting and fitting in. This dissonance can lead to decisions to transfer or
drop out of college altogether. Educators who are aware of the daily challenges students of color
face when at a PWI could help students of color understand how race plays a part in identity
development:
Double consciousness, this sense of always looking at one’s self through the eyes of
others, of measuring one’s soul by the tape of a world that looks on in amused contempt
and pity….twoness, an American, a Negro; two souls, two thoughts…two warring ideals
in one dark body… (Dubois, 1903, p. 10).
This statement above is how Dubois (1903) explained double consciousness, which describes the
internal struggles of African Americans, young and old and the dual world they live in. Racism
and identity may be difficult for students of color, specifically when dealing with racial tension
during their college career (Wright, 2018). When it comes to students of color on college
campuses, these struggles of identity and discovering who they are, could interfere- with their
experiences.
Researchers (Samuel & Wane, 2005; Wright, 2018; Meer, 2019; and Jones, 2020)
describe double consciousness as it pertains to people of color. Samuel and Wane (2005) define
double consciousness as “a condition where minority women tend to perceive and internalize
two world views based on racism and sexism” (p. 78). Wright (2018) and Meer (2019) both
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reference Dubois’ 1903 description that double consciousness is “the sense of always looking at
one’s self through the eyes of others” (p. 10) Further, Jones (2020) discusses double
consciousness in terms of the feelings and experiences of Black college students as they
participated in White student organizations which led them to a constant reminder of the racial
hierarchy on campus.
Wright (2018) states that “double consciousness is a concept within higher education due
to a campus community that mirrors its outside local community” (p. 71). Students,
administration, and faculty of color all mention in some way how double consciousness plays a
crucial role in who they are, and how it can affect how they perform. Black people can be
perceived by the Black community to have a standard to live up to and if they do not meet these
criteria, they can be considered not Black (Wright, 2018). There is a standard of being accepted
in the White world based on how White people see a person of color. Black tax was a term that
was frequently used during the interviews by both students and administrators. Black tax
(Wright, 2018, p. 70) as the impression that Black people feel that they have to work and
perform normal tasks twice as well and for White people to receive the same level of validation
(Brower & Ketterhagan, 2004). Sinanan (2016) capitalizes on this notion of double
consciousness stating that, students who attend PWIs experience internal tensions regarding
culture, identity, and their desire to acclimate. It makes sense that students of color may feel this
internal pull to be one way or another but could affect the external as well. Being in college can
bring out academic challenges, specifically for those who lack preparation (Walls & Hall, 2018).
Knowing the effects and experiences of double consciousness is crucial for
administration and higher education professionals at PWIs (Wright, 2018). Also knowing this
could help students of color feel supported and accepted at a PWI. Otherwise, students of color
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may have trouble on campus with racial issues which could affect their experiences in college
altogether, specifically when it comes to double consciousness as well as racial microaggressions
(Pierce, 1977).
Microaggressions
African American students aspire to be good academic students while balancing the
conflicts and challenges they face at PWIs (Solozano et al., 2000). In 1977, William Pierce
coined the term racial microaggressions and defined it as “subtle, stunning, often automatic, and
nonverbal exchanges which are put-downs of Blacks by offenders” (Thomas, Dinkins, &
Hazelwood, 2018, p. 66). Thirty years later, Sue and Constantine (2007) refined the definition to
“brief everyday exchanges that send denigrating messages to people of color because they
belong to a racial minority group” (p.137). Microaggressions manifest as patterns with people of
color being overlooked, under-respected and devalued because of their race. The central dynamic
of microaggressions is the belief of White superiority over people of color (Solorzano et al.,
2000). At PWIs, this superiority can saturate the climate and enable the racist behavior of White
individuals.
Types and Impacts of Microaggressions. There are three types of microaggressions:
microassaults, microinsults, and microinvalidations (Pierce, 1977). Microassaults include explicit
racial attack meant to hurt the victim (Sue et al., 2007) and may be verbal or nonverbal.
Microinsults demean a person based on their race or ethnic identity (Boysen, 2012).
Microinvalidations nullify the psychological realities of a person of color (Sue et al., 2007).
Microaggressions can create a negative racial climate leaving recipients frustrated, isolated and
full of self-doubt (Solórzano et al., 2000), psychological stress (Mercer et al., 2011), and
negatively impact academic performance by impeding their ability to process information (Bair
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& Steele, 2010). Thomas et al. (2018) conducted a study where students shared their experiences
as African American students at a PWI. Out of the 10 participants, all but one had some
experience with microaggressions from either their peers, professors, and/or culture of the
university. Participants experienced microinsults and microinvalidations that left them feeling
stunned by insulting and disturbing comments. Whether meant for harm or not, these forms of
microaggressions were painful for students.
Hollingsworth et al. (2017) examined how perceived burdensomeness and belongingness
mediated the experience of racial microaggressions. Results concluded that, for African
Americans, the “everyday verbal, behavioral, and environmental racial slights or insults were
associated with increased perceptions of being a burden on others, which in turn was associated
with increased thoughts of suicide” (p. 107). This is mostly true when African Americans are
made to feel incompetent, dismissed, or unequally represented in society. On the contrary, when
African Americans shared their experiences of microaggressions, it made them feel closer to
other African Americans because of the natural sense of empathizing and recognizing similar
experiences with race. Solozano et al. (2000) identified challenges that African American
students faced on campuses due to racial microaggression inside of the classroom, outside of the
classroom, and in social settings. Inside the classroom, students reported feelings of self-doubt,
invisibility, defensiveness, and emotional depletion. They reported the need to see other African
Americans in their classes and believed instructors set low academic expectations for them.
Because of the pressure created by these challenges, students struggled. Outside of the
classroom, students reported racial tension, discomfort and being discouraged from using
campus facilities. In social settings, African American students felt that White peers were more
overt with racial comments and gestures and that campus police officers behaved as if African
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American students “posed a threat when in public spaces” (Solozano et al., 2000, p. 68).
Solórzano et al., (2000) explains how “dominant groups [White people] often attempt to
legitimate their position via ideological means or a set of beliefs that explains or justifies some
actual or potential social arrangement” (p. 61). People who perpetrate microaggressions, when
confronted, justify this as normative behavior, which further compounds the damage to the
recipient because it invalidates their experience and leaves no room for recourse or reparations.
Improving Campus Racial Climate
The academic success and lived experiences for students of color can be partially attributed
to the college climate (Walls & Hall, 2018). Identifying these challenges and finding ways to
overcome them will help improve the campus racial climate and support increased resilience and
persistence of SOC (Harper, 2015). Although there are many challenges that SOC face,
researchers (Griffin et al., 2016; Hunter, 2016; Solorzano et al., 2000; Thomas, et al. 2018) have
found ways to combat these challenges and foster a racially sound campus climate at PWIs.
Thomas et al., (2018) study of African American students at PWIs found that all but one student
experienced “relationships with mentors, professors, peers, and community organizations
supported students and countered the experience of microaggressions” (p. 85). Mentoring
enables students of color to develop connections and supports their transition to college
(Sinanan, 2016). Creating counter-spaces was another way participants found support (Solorzano
et al, 2000). Finally, programming focused on race and cultural history provided opportunities
for students, staff, and faculty to learn about race and improve racial climate (Gasman & Abiola,
2016; Griffin et al., 2016, Walls & Hall 2018).
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Residential Settings
Building relationships within their living communities is one means to help students of
color develop a sense of belonging and connectedness at PWIs (Boettcher et al., 2019; Thomas et
al., 2018). Boettcher et al.’s examination of how residential settings can support SOC at PWIs
illustrated how these communities were not only a place to eat, sleep, and bathe but also a place
to build support groups. The community advisors, or resident assistants, involved in social justice
issues on campus were found to be important and connective for students of color. Further,
having staff members of color was just as important even when these individuals were not their
resident assistant. Students of color felt the presence of staff of color was supportive to their
living on campus. For example, students of color shared many occasions when they connected
with custodians and appreciated all the work they did for their home away from home. The
connections with the custodial staff allowed students to gain trust and self-efficacy as they
actively engage with each other. Building these relationships helped students of color discuss
issues that they feared the White staff would not fully understand.
Connecting with friends and roommates was also crucial to building community support
(Boettcher et al., 2019. One student of color spoke about how if their friend was not there, they
would not have persisted through college. Making friends within the residence hall helped to
create more intimate connections than for those not living on campus. Roommate connections
were created to build a sense of belonging. Researchers found that building relationships within
the resident halls aided in students’ overall sense of belonging and made them feel more
welcomed. Suggestions were made to host trainings and dialogue sessions for staff to raise
awareness about how students of color feel and to discuss ways residential living can support
these students.
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Mentoring
College can be a scary time for students who are just graduating high school. There are
many barriers and challenges awaiting students when they arrive on campus. Finding a mentor is
one way for students to help to overcome these barriers (Sinanan, 2016). Sinanan (2016)
examined the importance of mentoring as support networks for students of color, finding that
“the necessity of having mentors assist in navigating this new setting is an essential factor in
assisting students to succeed” (p. 155). Mentorship can be a way to combat the high risks of
African American students being unsuccessful at PWIs. “Its importance is paralleled to the
historical and philosophical foundations of African American adults and higher education”
(Sinanan, 2016, p. 159). Building on this foundation, Sinanan (2016) examined two types of
mentoring: formal and informal mentoring. Formal mentoring is when universities develop and
implement mentoring programs so students can connect with a mentor this way. Informal
mentoring is when the university does not provide programs and students still strategically seek
out a mentor. They may connect with a faculty or staff member from class or from an
organization they are a part of. Either way, research indicates that mentoring can help to alleviate
challenges on college campuses. Therefore, Sinanan recommends employing more Black
professors in variety of disciplines and to educate faculty and staff on the issues that face Black
students on college campuses. Focusing on both may, in fact, “enhance students’ access to a
supportive relationship in their educational experience” (2016, p. 162).
Counter Spaces
One way African American students can respond to the challenges of race on campus is
by creating “counter-spaces” on and off campus (Solozano et al., 2000). These cultural spaces
have the potential to create a sense of belonging for students of color. Researchers (McClain &
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Perry, 2017; Palmer, Maramba, & Holmes, 2012) found that student involvement facilitated the
connections made between social and academic life on campus, specifically when the
organizations are minority-based. Involvement with Black student organizations such as Black
student government, Black academic honors groups, local advocacy groups like the National
Association for the Advancement of Colored People (NAACP), and Black Greek letter
organizations help students explore Black identity, history, and tradition. Researchers concluded
that these cultural practices were not a “blanket for understanding the black student experience”
but they aide in the success of Black students as well as other students of color at PWIs
(Guiffrida & Douthit, 2010, p. 317). Further, these counter-spaces could serve as a place where
SOC could discuss the challenges and barriers they face and where a positive racial climate can
be experienced (Solozano et al., 2000). The counter-spaces, however, are only temporary fixes,
as they do not stop the negative racial climate SOC experience on a day-to-day basis.
Part 2: Student Affairs and Student Development
Traditionally, colleges or universities are organized into two subgroups: Academic
Affairs and Student Affairs (Long, 2012). During the mid-1800s, universities employed only
teachers, who served in many of these roles, in- and outside of the classroom. Intrigued by
European and German universities, American faculty adopted more of an interest in academia
and research which left less time for discipline and mentorship (Long, 2012). During this time,
students’ needs for extracurricular activities increased; the university wanted “to educate the
whole student, including intellect, spirit, and body” (Long, 2012, p. 3). By the twentieth century,
teachers had no hand in discipline or social activities. Students began to build their own
organizations, starting with student government, honor codes, and rules for discipline (Long,
2012). Student affairs professionals were added to colleges and universities during the 1900s to
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enhance and develop students’ cognitive and interpersonal skills (Long, 2012). Long (2012)
identifies five core values of student affairs: educating the whole student, care for students,
service to students and the university, community, equality and social justice (pp. 6-8).
Student Development Theory and Students of Color (SOC)
Student development refers to “the development of the whole student, especially the
psychosocial and cognitive development of the student…” (Hernandez, Hogan, Hathaway, &
Lovell, 1999 p. 186). Student development theory provides a lens through which educators can
view students’ needs and put student academic, emotional, and social behaviors in context
(Evans et al., 2010). Knowing developmental processes aid student affairs professionals in
identifying and addressing student needs, designing programs and policies to meet these needs,
and creating a healthy climate that encourages positive growth for all students (Evans et al.,
2010).
Minority students need more assistance than majority students when pursuing a college
education (Gopalan & Shannon, 2019; Miele & Nguyen, 2019; Rendon, 1994). Gopalan and
Shannon (2019) conducted a national study on college belonging, which has the potential to
“lead students to engage more deeply with their studies, leading to persistence and success” (p.
1). Results concluded that belonging was important across all student groups but was low for
underrepresented minority and first-generation students. Rendon’s study (1994) examining
initiatives and programs to support diverse students found that “student activities and
organizations tend to favor traditional students who come from families where the precedent of
attending college is well established” (Rendon, 1994, p. 34). Miele and Nguyen’s study (2019) of
diverse first-generation college students found that these students may need assistance
developing effective habits and experience a lack emotional support from family members who
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emphasize employment overeducation. Together these studies indicate the unique needs of SOCs
on predominantly White campuses and suggest ways in which student affairs professionals could
support these students. When assessing and facing multicultural issues, White student affairs
professionals design and implement programs and policies to combat barriers that minority
students face (Mueller & Pope, 2001; Mueller & Pope, 2003; Pope, Mueller, & Reynolds, 2009).
Mueller and Pope (2003) explain that White student affairs professionals have access to and the
responsibility of the academic success and emotional well-being of students of color ; this
racial consciousness influences how effective they are at their jobs. Student affairs professionals,
with the proper training and preparation, may be the best group to help students of color become
successful at PWIs.
Student Affairs Professionals as Educators
In the college setting, faculty members have the primary role of teaching students, but
teaching does not always have to be done in the classroom (Ellertson & Thoennes, 2007). Moor
and Marsh (2007) assert that: “Student affairs professionals have a significant influence on early
college experiences…it has been long understood that these beginning interactions can promote
early success or lay the foundation for student failure” (p. 3). Beyond initial experiences,
researchers (Ellertson & Thoennes, 2007; Hunter & Murray, 2007; Moore & Marsh, 2007)
identified how student affairs professional assume the formal role of the educator through
learning community courses, orientations, and first year experience programs, as well as through
leadership workshops, housing and residence life programming, or training student staff
members. Ellertson and Thoennes (2007) report that “student affairs professionals can fulfill a
variety of teaching roles, although perhaps most notably in living-learning programs or other
learning community models that have been built into existing campus programs, such as first-
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year experience (FYE)” (p. 37). FYE courses are not a new concept, they have been taught at the
university level since 1970s (Hunter & Murray, 2007), and are built on these five elements:
understanding students, acknowledging cultural differences, defining student success, and
preparing for effective teaching (Hunter & Murray, 2007).
Informally, student affairs professionals teach through one on one conversations with
students, advising student organizations, or serving as a role model or mentor. Other than FYE,
other roles of teaching include “peer educators courses, learning communities, residence halls,
academic advising, supplemental instructing, and by formal collaborate relationships between
faculty and staff and across departments” (Hunter & Murry, 2007, p. 31). Not only can student
affairs professionals teach courses, they can also aid in the development and success of learning
communities such as creating educational sessions and workshops on topics such as study skills,
time management, and test taking (Ellertson & Thoennes, 2007). Student affairs professionals
that are not in common academic settings such as financial aid officers, may also teach workshop
session on topics such as budgeting and debt whereas counselors may teach assertiveness skills
and conflict resolution (Ellertson & Thoennes, 2007). Murray and Hunter (2007) state that
student affairs professional have experiences and skills that can support student development and
their college success.
Student Affairs Professionals Make a Difference
Institutions of higher education are often known to be a space that is normed and racialized,
specifically for White, middle class people (Locke & Trolian, 2018). Chang, Milem, and Antonio
(2011) state that to create an inclusive campus, student affairs professionals need to consider all
parts of their everyday interactions for students. To improve campus racial climate, student
affairs professionals should focus on providing social opportunities for students to engage in
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cross-racial interactions (Karkouti, 2015). This work requires that student affairs directors should
evaluate their staff’s readiness for creating positive racial climates. When student affairs
professionals do not feel prepared, they should be signed up for professional development
programs and trainings on the nature and manifestations of racism (Karkouti, 2015). Bresciani
(2008) asserts that student affairs professionals will not be able to work with students of different
cultures without being able to differentiate between their own culture, values and beliefs from
those of others. Karkouti (2015) concluded that to alleviate racial hostility and enhance students’
college experience, student affairs professionals need to create awareness, recognize the
legitimacy of other cultures, incorporate multiculturalism in educational programs, and provide
all students with opportunities to interact socially.
Professional Development
Reason and Broido (2005) assert that educating student affairs professionals to become allies
for social justice is one way to better support students of color: “many students are reluctant to
take action without encouragement and invitation, and student affairs professionals often are in
positions to make such invitations” (Reason & Broido, 2005, p. 84). These researchers continue
stating that “teaching others about power, privilege, oppression, and the actions to counteract
them requires a thorough understanding of the role these constructs play in one’s own life”
(Reason & Broido, 2005, p. 82). Grasch, Moore, Muller, and Mazzolini’s (2019) study
examining student affairs professionals’ self-identified professional development needs found
the need for professional development in social justice and inclusion was the second largest
priority, falling behind professional development in assessment, evaluation, and research. In
advocating for training and the engagement in social justice work, student affairs professional
staff should gain experiences discussing power, privilege, and oppression; developing
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confrontational skills; creating ally behavior; and overcoming initial defensiveness through
sustained engagement (Reason & Broido, 2005). Choi-Pearson, Castillo, and Maples (2004)
examined racial prejudice reduction in student affairs professionals through diversity training,
intergroup contact, and demographics. Combining training with cross-racial contact through
diverse demographics contributes to reducing racial prejudice over intergroup contact and
demographics alone. These researchers conclude that workshops and trainings are an effective
way to reduce racial prejudice.
White Student Affairs Professionals
Mueller and Pope (2001) state that “the more aware White counselors and educators are of
their own racial identity, the more effective they will be when working with clients or students
who are culturally different from them” (p. 133). Supporting this call for focused training, ChoiPearson, Castillo, and Maples’ study (2004) indicates that White student affairs professionals
have higher levels of racial prejudice than their minority colleagues. When White student affairs
professionals are made aware of their own biases and cultural influences, they can be more
effective in creating a multicultural campus (Mueller, 1999). Mueller and Pope (2001) conclude
that the limited racial diversity amongst student affairs professionals is a barrier to creating a
multicultural campus. While the number of students of color has held steady, the number of
White faculty and staff at PWIs continues to increase (Mueller & Pope, 2001). Because of this,
“students of color are more likely to seek assistance and gain support from White staff members”
(Mueller & Pope, 2001, p. 133). Pope and Mueller (1997) suggest that multicultural competence
should be integrated as core competencies for student affairs professionals to gain basic
awareness, knowledge, and skills. These researchers highlight that “although not all student
affairs professionals will become multicultural experts, they need to acquire basic multicultural
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awareness, knowledge, and skills to work effectively with individuals who are culturally
different form them” (p. 134).
Through a survey of 479 student affairs professionals, Roberts (2007) identified interactive
discussions as the most preferred means of professional learning. This preference held across
learning about leadership, student contact, and diversity with interactive discussions between
colleagues, mentors, and texts (professional journals and books) cutting across all three domains.
The purpose of this study is to understand the experiences of White student affairs professionals
engaged in difficult dialogue on race through the forum of a book club made up of all White
people. The second part of the purpose is to shape White student affairs professionals’
perspectives to have a better understanding of students of color and their experiences they have
at a PWI. The extant research supports choosing student affairs professionals as the best
population for this study. Students of color need help changing the racial climate at PWIs but
they cannot do it alone. Student affairs professionals have resources or access to resources that
can support students of color.
Part 3: Difficult Dialogues
During intergroup dialogue with people who are different based on race, conversations about
race and racial differences are commonly avoided for fear of creating discomfort,
embarrassment, or hostility (Young, 2003). When it comes to having a difficult conversation,
specifically when it is centered on race, there can be many factors that contribute or instigate
these discussions. Difficult conversations happen when the perspectives of people are different
and are challenged and threatened in an aggressive way (Young, 2003). Many researchers, (Sue
& Constantine, 2007; Sue, et al., 2011; Sue et al., 2009a; Sue et al., 2009b; Sue, 2013; Quaye,
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2012a; Quaye, 2012b; Young, 2003), conducted a broad amount of research on how difficult
dialogue forms as well as the effect of these dialogues can have on race-based conversations.
Difficult Dialogues Defined
Difficult dialogues have been defined in many ways. Sue, Lin, Torino, Capodilupo, and
Rivera (2009) define difficult dialogues as “threatening conversations or interactions between
members of different racial and ethnic groups” (pg. 184). Sue et. al. (2009) added that difficult
dialogue as “classroom conversations about race that are marked by tension, anxiety, and
awkwardness and involves fear of being misunderstood and/or misinterpreted” (pg. 1092). Sue
et. al. (2009) continued stating that such dialogues may reveal intimate thoughts, beliefs, or
feelings related to racial prejudice or bias (p. 332). Offending others and creating potentially
explosive situations (p. 664). Simply explained, Young (2003) defines difficult dialogue as
emotionally charged classroom encounters.
Other terms for Difficult Dialogues
Several other researchers (Sue, 2013; Buckley & Quaye, 2016; Stewart & Lozano, 2009),
do not refer to this type dialogue as difficult dialogue but with a different name or phrase, yet
still has a similar underlining meaning. Sue (2013) used the term race talk and constructive
dialogue interchangeably and described these talks as silenced, ignored, diluted, and/or discussed
in very superficial ways for fear. Buckley and Quaye (2016) refer to this dialogue as Intergroup
dialogue (IGD) and identify it as “face to face structured interactions, between people of
different social identities” (p. 1117). Researchers saw IGD as an intervention in education that
can be used to “foster engagement across differences and to promote social justice” (p. 1117).
Dialogue is also brought out by Stewart and Lozano (2009), who do not identify a term for these
dialogues but they speak to the importance of having them when it comes to understanding
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differences amongst people of color as it pertains to religious affiliation. They believe that
dialogue on sensitive topics is a way to bridge race and religion within groups that are different.
Nature of Difficult Dialogues
Derald Wing Sue and colleagues conducted an extensive amount of work on difficult
dialogues centered on race. Sue and Constantine, (2007) explained that difficult dialogue
polarizes instead of clarifying and increasing mutual understanding about race and race relations
and may result in disastrous consequences such as “anger, hostility, silence, complaints,
misunderstandings, blockage of learning” (p. 136). Sue et al. (2009), discussed difficult racial
dialogue as characterized by intense emotions in all that are involved, most notable anxiety, that
interfered with the ability to successfully facilitate a learning experience for participants
(p.1090). Researchers continue stating that difficult dialogues are classroom conversations about
race that are marked by “tension, anxiety, and awkward-ness and involve fears of being
misunderstood and/or misrepresented” (p. 1091). Sue et al. (2009) states that difficult dialogues
represent potential threatening conversations or interactions between members of different racial
of ethnic groups when they:
-

Illustrated unequal status relationship of privilege and power,

-

Highlighted major differences in worldview, personalities, and perspectives,

-

Challenged publicly,

-

Found to be offensive to others, and

-

Triggered intense emotional responses (Sue & Constantine, 2007; Young 2003, p. 184).

Difficult dialogues can arise during many race-based conversations. These five situations reflect
specifically when difficult dialogues became threatening in nature and may need to be
diminished or completely stopped and shut down.
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Why are they Difficult
As it has been shown, dialogues on race can be difficult. Sue and Constantine (2007)
highlight four reasons why White Americans fear talking about race: appearing racist; realizing
racism; confronting racism; and taking responsibility to end racism (pp. 139-141). Sue (2013),
describes the characteristics of race talks as talks that are centered on race and that during these
talks, those participating could become very heated, could evoke personal attacks, and in rare
cases, participants may feel threatened by physical retaliation. Sue (2013) continues that race
talks can also be a time for people to put up a defense mechanism, saving themselves from any
embarrassment or blame. White students report feeling this as well as being misunderstood,
insulted, and unjustly accused of being racist (Sue, 2013). Professors on the other hand, struggled
more because of the role they play in these situations. Young (2003) states four reasons why race
dialogues can be so difficult: these dialogues can trigger deep feelings about identity and selfworth; people do not want to be called racist; they can lead to an emotional violation of academic
protocol, and they can heighten awareness of personal vulnerability.
Quaye (2012) states that dialogue around race is difficult because students can often
respond from their emotions to sensitive issues and react with tears, anger, frustration, yelling,
even silence (p. 544). Quaye (2012) continues that White educators encounter addressing race as
a challenge when helping students examine the structural and systematic factors that influence
racism within institutions. Race dialogues can be so difficult at times, as cited in Sue &
Constantine (2007) that state that Student Affairs professionals may ignore, dilute, diminish, or
cut off dialogue to avoid having the conversation (p. 136). Sue et. al. (2009) states that White
educators who appear ambivalent or reluctant in addressing these topics, struggle with having
honest discussions on race with persons of color or even amongst themselves. However, Sue et.
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al. (2011) counters this claim stating that faculty of color are more likely to experience more
difficulty than White faculty members because of the push back from people who do not look
like them. Lastly, Sue et. al. (2009) states that having these interracial interactions can only
increase the likelihood that racial microaggressions and difficult dialogues on race will occur.
Problem with Difficult Dialogues
There were several problems that researchers found were likely to occur when dealing
with difficult dialogue that centered on race (Sue et al., 2009; Sue &. Constantine, 2007; Sue,
2013; Quaye, 2012). Teachers seemed ill prepared to deal with the potential explosive nature of
racial interactions in classroom (Sue et al., 2009). Student Affairs instructors felt that dialogue on
race was found to separate rather than clarify the understanding about race as well as the fact that
they felt ill prepared to facilitate such conversations (Sue &. Constantine, 2007). When faculty of
color attempted to increase diversity, they had less positive experiences in the classroom.
Dialogues on race were viewed as important but social norms or protocols set in place
(politeness, academic, and colorblind) got in the way of them occurring (Sue, 2013). Faculty of
color were disheartened at their attempt to increase diversity and because of the fact that they
were not having very positive experiences with it in the classroom. But once dialogue on race
was highlighted, the interactions shifted from student interacting with each other and faculty to
cross-racial (White and Black) and cross-gender (male and female). When confronted with
interactions about race, students feel angered, disbelieved, and dismissed and faculty feel less
prepared and threatened by the fact that the students may know more than them. Further, Quaye
(2012) stated that the problem is because students of color are an underrepresentation of the
student population based on race, they have very few places that they felt comfortable on
campus.
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Students, Faculty and Staff Dialogue
With the increase of more diverse population of students, the need to have dialogue
centered on sensitive topics such as race, has become more common on college campuses. Many
researchers (Sue & Constantine, 2007; Sue et al., 2011; Sue et al., 2009; Sue et al., 2009; Quaye,
2012; Watt et al., 2009, Buckley & Quaye, 2016; Gayle et al., 2013; Stewart & Lozano, 2009)
have identified that educators and students, are the ones on college campuses that are having
these conversations, more often in the classroom. Experienced educators design their coursework
so that students can be actively involved and participate during class time (Gayle et al., 2013),
specifically including discussions and associating with diverse peers.
Sue and Constantine (2007) stated that “many student affairs educators confess that they
do not know how to deal with difficult dialogue conversations when they occur and that they
experience considerable discomfort and anxiety over broaching racial topics” (p. 136). Sue, et al.
(2009) state that “detrimental consequences to Whites who unknowingly engage in offensive
racial actions or statements but remain oblivious to their meaning or impact” (p. 183) are not
often explored. White educators stated that what makes these dialogues on race so difficult was
the loss of control and the emotionally charged nature of the classroom when these discussions
were taking place (Sue et al., 2009). Educators feared the loss of control because of the fact that
they did not know how to handle the conflict. Also, their own anxiety and the anxiety of the
students contributed to these situations being so emotionally charged (Sue et al., 2009).
Educators of color struggled with difficult dialogue in the classroom as well. It was found
that educators of color had difficulty discussing race on predominately White campuses and had
less than positive experiences in their classrooms (Sue et al., 2011). The researchers continued,
“it was not surprising that many of the racial prejudices and stereotypes may be reenacted in
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classroom interactions between Black educators and their White students” (Sue et al., 2011, p.
331). Racial macroaggressions and difficult dialogue have been the common thread in this.
Educators of color stated that there were positive and negative outcomes to difficult dialogue.
The negative outcomes were “classroom diversity as instigators of race dialogues; intense
emotions added to the discomfort of students and the management of the classroom; issues like
White privilege and colorblindness added fuel to the conversations; and White students feared
being bias during these dialogues” (Sue et al., 2011, p. 334). The positive outcomes were
increased awareness and empathy of personal biases; increased desire to have more difficult
dialogues (Sue et al., 2011, p. 336).
Difficult dialogue can also be used as an educational tool to increase racial harmony.
Buckley and Quaye (2016) discuss how intergroup dialogue can be a means of education through
discussion. Researchers define intergroup dialogue as “an educational intervention for engaging
students across differences” (p. 1118). The goal of intergroup dialogue is to:
1. promote student engagement across cultural and social divides,
2. foster learning about social diversity and inequalities, and
3. cultivate an ethos of social responsibility (Buckley & Quaye, 2016, p. 1118)
Quaye (2012) explains that the educator facilitator role is crucial in difficult dialogues on
race and that the facilitator needs to do some preparation work on their knowledge and skills to
facilitate these conversations with students who are likely more prepared and experienced with
these conversations then they are. Quaye (2012) states that the key to intergroup dialogue is that
facilitators represent the racial identity of the group of participants, so to prepare for difficult
dialogues, educator facilitators should create a racially diverse group of facilitators. This allows
students to be able to see themselves in their facilitators and to possibly have someone who may
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understand or empathize with their struggles. Facilitators also need to be conscious of the
reactions of their students. Quaye (2012) states that students may respond with tears, anger,
frustration, yelling, and even silence (p. 544) so facilitators should be made aware of this and be
prepared to deal with and help student process their emotions during this time.
Necessity of Difficult Dialogues
As cited in Sue et. al. (2009), researchers assert that racial dialogues are necessary to
reduce prejudice, and to promote mutual understanding and goodwill (Young 2003). Another
study conducted by Sue et. al. (2009) states that it is believed by educators and social scientists
that these dialogues should occur and could be “one of the best opportunities to ameliorate
aversive forms of racism through constructive dialogues that bridge racial and ethnic divides” (p.
1091). Young (2003) gives three ways of how difficult dialogues can be successful. First, by
integrating cognitive knowledge with emotional responses during difficult dialogues. Second,
talk through issues that would normally be found as threatening and third, begin seeing the
vulnerability of others as a strength. Having these difficult dialogues are important for educators
to be able to connect with their students of color and to educate themselves and their nonstudents of color.
Preparation for Difficult Dialogues
It is important to note that when having these conversations, preparation and openness is
key, specifically for educators in the classroom. Sue et al. (2011) stated that “it was not
surprising that many of the racial prejudices and stereotypes may be reenacted in classroom
interactions between faculty of color and students” (p. 331). But again, if difficult conversations
are skillfully handled, this can lead to opportunities for growth, improved communication, and
learning that may occur (Young, 2003 as cited in Sue et al., 2007). Sue (2013) stated that the
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power role that professors played to determine appropriate dialogue allowed them to determine
the manner in which race talk could be addressed and processed in the classroom. Quaye (2012)
conducted a study about White educators facilitating such discussions and states that “White
faculty are uniquely positioned to engage White students, in particular, in these discussions given
the predominately White settings in which they are situated” (p. 101). Quaye (2012) also
highlights the importance of having a representative of these social identity groups to be present
to facilitate these dialogues. Proper preparation and planning can provide the means for students
to participate in these dialogues to achieve the outcomes (Quaye, 2012, p. 543).
Dialogue about race can be difficult but research also shows how important is it to have
discussions centered on race issues, specifically with people who are from different races.
College educators are less equipped to have these discussions with their students, which is where
most conversations take place. Based off the prior research, it can be safe to say that those who
facilitate these difficult dialogues should be those who are interested in change and breaking
divides, no matter the color of their skin. Educators, professional staff, administration, and the
college community should seek professional development opportunities and cultural competency
trainings to become well informed on the topic of race and how to facilitate conversations about
race to be able to reach and advocate for their students of color. Educators will then be able to
facilitate and assist heated discussions centered on race in the classroom and educators will be
able to help promote and support its’ students of color by hosting round tables/focus groups so
that all student feel that they are being heard and are treated equal.
Part 4: White Racial Identity Development Theory and Book Clubs
On many college campuses across the United States, it has become painfully apparent
that because of the growing rate of diverse populations attending predominately White
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institutions (PWI), the topic of race and learning about racism are crucial to the success of
students of all ethnicities (Tatum, 1992; Yang, 1992). Tatum (1992) states that:
…providing a forum where this discussion can take place safely over a semester, a time
period that allows personal and group development to unfold in ways that day-long or
weekend programs do not, may be among the most proactive learning opportunities an
institution can provide (p. 23).
Carter (1990) echoes Tatum, stating that having such an understanding on the importance of
race-based conversations “may help counselors and educators develop intervention strategies
aimed at peoples’ psychological and emotional understanding of racial issues and racism rather
than tailor interventions to all people regardless of their psychological orientation to race” (p.
46). There was less research in several areas: the understanding of the experiences of White
people and their realities with being racial beings; how their experiences may impact their
perceptions of Black people; and the lack of preparation to facilitate such conversations (Carter,
1990; Bloom et al., 2015; Robbins, 2016; Robbins & Jones, 2016). Before exploring solutions,
the problem and issue at hand should be identified and explained.
Race and Racism
Race has been a hot button topic for centuries and continues today in the 21st century,
leading to more unproductive interactions than productive conversations (Carter, 1990; Yang,
1992). On college campuses; students, faculty, and staff interact on a daily basis, so when racial
tensions arise, many are affected by it. Some of these results are guilt, shame, anger, and despair
(Tatum, 1992, p. 2). Tatum continues stating that if these issues are not handled in a timely
fashion and an appropriate way, students may start to resist oppression-related content areas
which could lead to an interference of “cognitive understanding and mastery of the material” (p.
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2). Tatum (1992) stated that universities must accept the responsibility to help students, faculty,
and staff understand how race operates in their own lives and what they can do about it. Carter
(1990) states that educators, student personnel workers, and counselors are often depended on to
help mediate and mitigate these types of situations in some form of personal development or
training. Tatum (1992), in her study on the experiences of White students in her Psychology of
Race class, observed that what was happening in the classroom was a “collision of
developmental processes that can be inherently useful for racial identity development of
individuals involved” (p. 9), which meant that students were examining their racial identity and
the process they used to develop their identity. This ultimately led to the use of the stages of
Racial Identity Development; specifically, White Racial Identity Development.
History/Origin of Racial Identity
Racial identity in college students has been under researched and is rapidly growing with
importance (Mercer, 2003). Using a theory such as the Racial Identity Development theory could
help shed some light on this phenomenon. As devised by Janet E. Helm (1984, 1990), White
Racial Identity Attitudes (Carter, 1990); White Racial Identity Development (Tokar & Swanson,
1991; Tatum, 1992); White Racial Identity Development Attitudes (Yang, 1992), all provide a
model or set of stages that reflect the way “White people develop attitudes about their racial
identity that correspond to attitudes about Black people as a racial group” (Helm, 1990, p. 55).
Helm (1984) created 5 stages:
1. Contact,
2. Disintegration,
3. Reintegration,
4. Pseudo-independence, and
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5. Autonomy.
Six years later, Helm (1990) added a sixth stage, Immersion/Emersion, which was placed
between Pseudo-independence and Autonomy (Tatum, 1992). Helm (1990) stated that she
included this sixth stage to reflect Hardimans’ (1979) assertion that:
...it is impossible for Whites to seek out accurate information about their historical,
political, and cultural contributions to the world, and that the process of self-examination
within this context is an important component of the process of defining a positive White
identity. (p. 55).
For White people to understand their race and the culture that comes with it, examining ones’
own identity is crucial. The following section will break down each of White Racial Identity
Development stages, including the addition of the sixth stage, and will give reason to why using
this development process is vital to understanding ones’ own race. The stages are divided into
two phases: Phase one, Abandonment of Racism (stages 1-3) and Phase two, Defining a
Nonracist White Identity (Stages 4-6).
Stages of White Racial Identity Development/Attitudes
Stage one, Contact, is where the individual is unaware of his or her own racial identity
group and does not pay attention to the race of others (Carter 1990; Tatum, 1992). They are
naïve to the fact that racial differences exist (Tokar & Swanson, 1991; Yang, 1992). Helm
(1990), states that the experiences of race of an individual at this stage are usually weak,
unsophisticated and surprisingly quite enjoyable because of the fact that they are just at the
beginning of this process and have not been faced with confronting race issues at all. She
continues stating that “the person in the Contact stage automatically benefits from institutional
and cultural racism without necessarily being aware that he or she is doing so” (p. 55). Mercer
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(2003) describes this stage as “the denial or avoidance of sensitive racial information” (p. 219).
Burkard et al. (2003) define this stage as having a general unawareness of race or racism. Malott
et al. (2014) state that the contact stage is when White people adopt a dominant cultural norm
when it comes to race; display racial behaviors towards people of color; and take the stance of
unawareness of race, impact of privilege, or the effects of institutionalized racism. Robbins and
Jones (2016) state that the Contact stage is when an individual “displays obliviousness,
avoidance, or denial in the face of information about race” (p. 635). Helm (1990) states that
“ones’ longevity in the Contact stage depends upon the kinds of experiences one has with Blacks
and Whites with respect to race issues” (p. 57) but once White people are expose to these
experiences of socialization, they then move towards the Disintegration stage.
Helm (1990) describes stage two, Disintegration, as the stage that “implies conscious,
though conflicted, acknowledgement of one’s Whiteness” and a “questioning of the realities the
person has been taught to believe” (p. 58). Although, in this stage, the individual does not view
Blacks and Whites as equal, they also start to realize that the social skills they were taught on
how to interact with Blacks rarely work (Helm, 1990). The individual realizes that Whiteness
exists and that there could be conflict with their internal morals (Carter, 1990). The reality of
racism and cultural differences (Yang, 1992) are recognized which is when individuals become
anxious, guilty, or depressed as they experience this conflict (Tokar & Swanson, 1991; Tatum,
1992). Mercer (2003) describes this stage as when the individual goes through “confusion and
the questioning of stereotypical racial beliefs” (p. 219). Burkard et al. (2003) define this stage as
confusion, disorientation, and conflict with race and racial injustice. Voluntary experiences of
these individuals with Blacks will determine where they want to go from here; whether they
want to stay in their White communities or branch out to get some cross-racial experiences.
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When socialization has increased, cross-racial interactions occurs more often, the desire for this
individual to reshape their cognitions or beliefs begins and moves them into the Reintegration
stage.
Stage three, Reintegration, is when the individual thinks in a stereotypical way with fear
and anger towards Black people (Carter, 1990) with a strong positive bias towards White people
(Tokar & Swanson, 1991); supporting injustice (Yang, 1992) instead of equality and wanting
acceptance by ones’ own racial group (Tatum, 1992). Mercer (2003) describes this stage “as the
individual resolves the dissonance of the previous status through assuming White racial
superiority” (p. 219). Burkard et al. (2003) define this stage as a “belief in White superiority or
inferiority of other race groups” (p. 228). Helm (1990) states that this individual “consciously
acknowledges a White identity” and thinks that “to be in America is to believe that one is
superior to people of color” (p. 60). Any initial or leftover feelings of guilt or anxiety from the
previous stages has now gradually moved to fear and anger towards Black people, most likely
from the cross-racial interactions mentioned in the previous stage (Helm, 1990). Helm continues
stating that this is displayed in two ways; passively, as the “removal of oneself and/or avoidance
of environments in which one might encounter Black people” and actively, as “treating Blacks as
inferior and involves acts of violence or exclusion designed to protect White privilege” (p. 60).
Personal experiences, again, are what individuals in this stage endure to start thinking differently.
Helm (1990) states that “once the person begins to question his or her previous definition of
Whiteness and the justifiability of racism in any of its forms, then he or she has begun the
movement into the Pseudo-Independent stage” (p. 61).
Helm refers to stage four, Pseudo-Independent, as the first stage of phase two:
“redefining a positive White identity” (p. 61). In this stage, the individual begins to
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intellectualize racial issues and starts to ease into and interact more with Black people (Carter,
1990); develop genuine curiosities about Black people and race in general as well as an
acceptance of one’s own Whiteness (Tokar & Swanson, 1991); abandon racism altogether and
adopting better personal adjustments (Helm, 1990 & Yang, 1992); but still acts in way that
unintentionally perpetuate the system (Tatum, 1992). Mercer (2003) describes this stage as
needing “recognition of the ways in which racism is maintained by Whites and by the
individual” (p. 219). Burkard, Juarez-Huffaker, and Ajmere (2003) define this stage as having an
“intellectualization positive view of White identity and people of color” (p. 228). Helm (1990)
states that this individual still “looks to Black rather than White people to explain racism and
seeks solutions for it in hypothetical Black cultural dysfunctionalities” (p. 61). Already not
feeling completely comfortable themselves in this stage, they are also faced with the views of
others. White people will treat other White people who are at this stage as though they have
violated the norms of their White race and for Black people, they will be suspicious of the
motives White people have at this stage (Helm, 1990). But after all this, if the journey for a new
White identity is still part of this person’s quest, then they begin to enter the
Immersion/Emersion stage.
Helm (1990) discussed that to be able to understand the importance of self and identity,
one would need to do a full examination of self, politically, historically and culturally and
immerse themselves into this before creating a new White identity, which is why stage five,
Immersion/Emersion, was added to the White Racial Identity model. In this stage, the individual
finds more of a comfortable way to be White, replacing racial myths and stereotypes with
accurate information about what it means to be White in the United States (Helm, 1990; Tatum,
1992). Individuals start to ask themselves questions such as “who am I racially, who do I want to
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be, and who are you really” (p. 62)? Mercer (2003) describes this stage as when the individual
goes through “a search for internally defined racial standards” (p. 219). Burkard et al. (2003)
define a person in this stage as someone who has the intention to not be called racist. Individuals
in this stage want to become immerse in knowledge about other people who have gone through
this experience so they “immerse themselves in biographies and autobiographies of Whites who
have made similar identity journeys” (Helm, 1990, p. 62). Helm continues stating that
individuals in this stage no longer want to change Black people, instead they just want to change
people to think differently, which not only helps them to get rid of those negative feelings they
once had, but moves them towards the last and final stage, Autonomy.
Further, stage six, Autonomy, the individual internalizes one’s own White identity and
has integrated their emotional and intellectual appreciation for racial differences (Carter, 1990;
Tokar & Swanson, 1991), builds more positive relationships with people of color (Yang, 1992);
defines themselves as White, and confronts racism and oppression in their daily life (Tatum,
1992). Helm (1990) states that “the autonomous person actively seeking opportunities to learn
from other cultural groups” (p. 66). Mercer (2003) describes this stage as when the individual
goes through “both flexible responses and a complex analysis of racially relevant material” (p.
219). Burkard et al. (2003) define this stage as having an “internalized nonracist identity” (p.
228). Malott et al. (2014) state that the autonomy stage is having a sophisticated awareness of
race when it comes to one’s self and one’s privilege. Robbins and Jones (2016) state that the
autonomy stage is when an individual “embodies a positive and informed definition of
Whiteness” (p. 635). Helm (1990), after creating this model and defining these stages, wanted
readers to know that the autonomy stage, though it is the last stage, is an ongoing process where
“the person is continually open to new information and new ways of thinking about racial and
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cultural variables,” and they are not considered as perfect just because they reached the final
stage (p. 66).
Helm (1990) states that “the development of White identity in the United States is closely
intertwined with the development and progress of racism in this country” (p. 49). With the two
processes (abandonment of race/development a non-racist White identity), Helm highlights the
importance of developing a White racial identity which is why these stages above were created.
Mercer (2003) echoes Helm, stating that “these stages are described as being permeable, or
mutually nonexclusive, such as, a White individual may be operating in one or more stages
simultaneously” (p. 218). The most important element of these stages is that it is infused with
growth and change, only if people want it. Helm states that “if one is White in the United States,
it is still possible to exist without ever having to acknowledge that reality” (p. 54). But to
acknowledge it shows that White people understand that other race groups exist and that they
want to understand and share in their experiences with other race groups, which helps everyone
to grown cross-racially and within themselves.
White Racial Identity Development and College Campuses
There has been an array of researchers (Carter, 1990; Tokar & Swanson, 1991; Tatum,
1992; Yang, 1992; Mercer & Cunningham, 2003; Burkard et al., 2003; Malott et al., 2014;
Bloom et al., 2015; Robbins & Jones, 2016; Robbins, 2016) who have conceptualized and
implemented the White Racial Identity Development theory amongst college undergraduates and
graduate students to assess their White racial identity attitudes towards race. Using the White
Racial Identity Attitude Scale as an instrument and the New Racism Scale, Carter (1990)
conducted a study to explore the relationship between White Racial Identity Attitudes and the
New Symbolic racism. Helms (1990) established validity in the WRIAS in three ways: content,
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construct, and criterion validity. This means that the WRIAS has been tested and determined as
an effective measure of the identified concepts. These instruments were used to measure the
“psychological and social factors that might influence White students’ racial attitudes that would
aid counselors and educators in their efforts to devise interventions aimed at fostering
multicultural acceptance” (p. 47). The study was conducted amongst 100 White college students
by gender (50 men/50 women). The New Racism Scale is a seven-item assessment used to
measure racism or behaviors of Whites towards Blacks. The results concluded that White men
may be more confused about racial issues compared with White women. All levels of predictors
(contact, disintegration, reintegration, pseudo-independence, and autonomy) predicted racism for
White men. This finding may have reflected the dominant role White men have played in
creating and maintaining a racially divided society. On the other hand, the White women in this
study differed from men in that they had higher pseudo-independence and autonomy which
meant that they had more of an intellectual and emotional understanding of racial differences.
Research on White Racial Identity Development
Tatum (1992) conducted a study in her classroom to identify sources of and strategies for
overcoming resistance as she and her students dialogued about race and learn about racism
amongst mixed-race students. She identified three sources of resistance: race as a taboo, myth of
the meritocracy, and “I’m not racist…but.” Race as a taboo meant that most students were
interested in the topic but wanted to hear other people talk about it because they were afraid to
speak up themselves. The myth of meritocracy referred to the students’ belief that the United
States is a just society were merit is rewarded fairly amongst all races. Lastly, the third source of
resistance is “I am not racist,” but which is the initial denial stage of any personal connection to
racism, with students claiming they want to learn about racism for others and not necessarily
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themselves. There were four strategies used to reduce resistance and promote student
development. Creating a safe classroom atmosphere by establishing clear guidelines for
discussion was the initial strategy. Next was to create opportunities for self-generated knowledge
and developmental model that students can use to understand their own process. Further was to
explore strategies to empower students as change agents. Tatum concludes this study stating that
to have a multicultural college campus and not think that the topic of race should be discussed is
disillusioned and that providing an opportunity, like a course on race, could be a proactive
learning opportunity not only for students but for faculty and staff as well.
Malott et al., (2014) conducted a study amongst 10 White students, self-identifying as
antiracist, to address the unknown tenets about the autonomy stage and making meaning of their
own Whiteness using the White racial identity theory. These students felt as if they had “a good
understanding of race, racism, and racialized systems of privilege as well as a recognition of
their effects on both Whites and people of color” (p. 334). Findings concluded nine broad themes
in which six are relevant for this study: Whiteness as oppressive; reconstructing White identity;
antiracism as essential to a positive self-concept; White Racial Identity Development as an
ongoing and nonlinear process; struggles to make lifestyle decisions that honor antiracist beliefs;
and struggles with relationships (p. 336). These connect to the WRID stages and the process of
developing a White identity. In the end, the researchers concluded that the participants in this
study represented a small number of Whites who identify as antiracist, so research should be
continued to determine whether a large group of Whites met the same criteria.
Bloom et al., (2015) conducted a study to examine White racial identity (WRI) of preservice teachers in diverse and non-diverse student teacher placements. Researchers felt it was
also important for these student teachers to know how to discuss difficult topics such as race,
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racism, and the cultural differences between themselves and their students. There were 133
student teachers that this study examined. Data were collected through the student teacher
seminar course. Results conclude that student teachers who had a more diverse placement
presented initial negative expectations as well as impressions on their school, which changed
throughout the course of the semester. They were also able to relate to students based on their
own lived experiences. Lastly, student teachers were asked about their perception on working in
diverse students in the classrooms. Non-diverse placements did not have a change in thinking,
but diverse placements become more comfortable in diverse settings because of the exposure
they were given. All in all, researchers were concerned with lack of preparation for White preservice teachers to be able to work with students of color, but these results may provide insight
on how exposing White student teachers to diverse classrooms could be very beneficial for both
the student teacher and their students.
Robbins and Jones (2016) expanded the research on racial dissonance except they wanted
to deconstruct racial identity performance among White women in higher education and student
affairs (HESA) graduate programs through an analysis of responses to racial dissonance.
Participants responded to racial dissonance with these three strategies: resistance (denial and
anger), engagement (hunger for knowledge), and transformative action (knew too much to not do
anything about it). There were also responses that blended these strategies, which included
tearfulness, embarrassment, shameful of associations with racism and shock about what they did
not know. Other strategies included the struggle to call out every day racism that they see and
experience and feeling bad about race issues while wanting to change it was another struggle
students dealt with. In the end, researchers concluded that White women preparing for HESA
professionals will encounter racial dissonance but need to do so in a way to avoid as many issues
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that could hinder individual development and structural change. By doing this, participants could
help to aid in the dismantling of racial privilege structures and oppression in higher education.
From the research above, it can be concluded that each study (Carter, 1990; Tokar &
Swanson, 1991; Tatum, 1992; Yang, 1992; Mercer & Cunningham, 2003; Malott et al., 2014;
Bloom et al., 2015; Robbins & Jones, 2016; Robbins, 2016) will contribute to an expanding line
of research. Robbins and Jones (2016) study on the examination of racial dissonance, Whiteness,
and the WRID; Robbins (2016) study on race and White privilege through their curricular and
co-curricular experiences of White women; and Mallott (2014) study on the lived experiences of
White people who identify as anti-racist activist. Researchers (Bloom, 2015; Mercer, 2003;
Tokar, 1991) all relate to each other and the current study because of their examination of WRID
and what it means to White people who go through this process, which was what this current
study hopes to find out from its participants. This current study is backed by research stretched
from the 20th century to now in the 21st century that discusses the issues of race, White identity
and how they both play a role in the development of those surrounding them, specifically their
students of color, which is an issue that will continue unless something is done to decrease or
diminish it altogether. Jody Polleck and colleagues (Polleck 2010, Polleck 2011, Polleck 2011,
and Polleck & Epstein 2015) conduced several studies that show how the use of book clubs
could be a safe space for having race-based conversations.
Book Clubs
There has been of research conducted on race and cultural responsiveness (Hall, 2009 &
Davis, 2008) but one researcher (Polleck, 2010; Polleck, 2011; Polleck, 2011; Polleck & Epstein
2015) has conducted many studies in the area of book clubs that focus on race and the use of
book clubs in many areas, specifically in the area of literacy and personal, emotional, and social
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growth. Polleck (2010) conducted a study to explore the transformative space of a book club to
enhance academic, social, and emotional development of adolescence. Polleck (2011) conducted
a study centered on social-emotional (SEL) and academic learning with urban adolescent females
of color in the form of a book club. Polleck and Epstein (2015) extended their study to further
understand the experiences of diverse, urban adolescent females as a way to complicate the
dynamics of a book club the effects it has on students’ identity through conversation about the
text. Within these studies (Polleck, 2011; Polleck & Epstein, 2015) there were several problems
that prompted the researchers to pursue these studies which mainly centered on students of color
needing a space to talk through their emotions. Creating book clubs helped them to deal with
their emotions through discussions of the text and their understanding of the affect that race,
class, gender, oppression had on them personally, mentally, academically, and emotionally.
Book Clubs Defined
Book clubs have been defined in many ways but have the same common theme of
creating safe spaces for participants to explore the interaction of the text and ideas central to their
identities and experiences. Polleck (2011) defined book clubs as “an informal safe place that
allows participants to discuss not only the text but their lives, families, feelings, and peers” (p.
102). Polleck (2011) referred to book clubs as dressing rooms, “a space to examine adolescents
as they take off and try on layers of their experiences through literature and discussions to
understand their identities, communities, and families” (p. 140). Polleck and Epstein (2015)
defined book clubs as “a participatory literacy community where adolescents have a safe venue
to explore their identity” (p. 81). This means that researchers state that book clubs are a place
that creates a safe community for students to explore a text and their own identities.
Use of Book Clubs
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The use of book clubs as the intervention was unique in Pollecks’ studies (Polleck,
2011a; Polleck, 2011b; Polleck & Epstein, 2015). Polleck (2011a) used book clubs to help with
the social-emotional and academic learning of students of color. Polleck (2011b) used book clubs
as a space of trust and relationships with other students to enhance their social and emotional
development. Polleck (2011) also used book clubs to identify issues and to connect participants
to their own lived experiences so they could have a way of dealing with their familial struggles.
Polleck and Epstein (2015) used book clubs a little bit differently and expanded their study
beyond high school. Researchers utilized books clubs as an aid to enhance of literacy and
personal, social, and emotional growth. Participants focused conversations about race and
identity for women of color in their last year of high school and their first year of college. Across
all of these studies, it is clear that book clubs can be a place to enhance not only literary growth
but also physical, emotional and social development.
Benefits of Book Clubs
There were several benefits that were concluded from the use of book clubs. Polleck
(2011) found four competencies or growth from participants in this study:
1. self- awareness and identity;
2. self-management and responsible decision making;
3. social awareness and relationship skills; and
4. academic-learning and literacy development (pp. 110-129)
Polleck (2011) found that more participants approved of the use of book clubs, stating that the
text helped them to understand their families and that programs like these should be implemented
in all schools. Polleck and Epstein (2015) found that participants had a difference of opinion
when gender and race were discussed but that participants were able to empathize with each

THE TIME TO TALK IS NOW

57

other during these conversations. In the end, participants stated that book clubs were a critical
space that was safe for discussion on sensitive topics such as race and how race plays a huge role
in their everyday lives. It was also stated that these women of color continued book clubs even
after this study was complete (Polleck & Epstein, 2015).
The above research suggest that book clubs should be implemented in schools for
restructuring education programs and discussing difficult topics such as race. Researchers
(Polleck 2010; Polleck 2011, Polleck 2011; Polleck & Epstein 2015) also state that having
difficult dialogues or discussions are crucial for conversation about race but can be hard to
maintain and facilitate. To create a book club or a safe space, there needs to be facilitators, with
adequate training on how to have conversations about race, which this current plans to do. If
educators are not prepared to facilitate these conversations, whether in a book club or in their
classrooms, these safe place conversations can quickly become hostile and risk doing more
damage than intended (Sue et al., 2009). However, researchers continue stating that if handle
properly, book clubs could “serve as an educational tool to lessen intergroup hostilities and
conflict and to foster racial harmony” (p. 184). Unfortunately, there is a gap in the research for
training educators on how to properly facilitate race-based conversations, so this current study
wants to capitalize on this idea but first, give its participants a chance to actually participate in a
book club themselves.
Conclusion
The review of the literature in chapter two is presented in four parts. Part one focused on
the experiences of students of color (SOC) at Predominately White Universities (PWI) and the
barriers students of color face at PWIs and ways higher education has created strategies to help
these students. Part two focused on difficult dialogues and race-based conversations through the
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forum of a book club, which was important to see why these conversations were difficult and
ways to facilitate conversations on important topics such as race. Part three focused the history of
student affairs in lengthy detail as well as the development of students and how these two go
together. Further, part four focused on the White Racial Identity Development theory and the six
stages as well as how book clubs could be an ideal forum to examine this theory.
In the end, this literature review summarized each part and connected all four parts to the
purpose of this study which is to understand the experiences of White student affairs
professionals engaged in difficult dialogue on race through the forum of a book club with the
application of the White Racial Identity Development Theory. The purpose of this study is also
to shape participants perspective to have a better understanding of SOCs, the challenges they
face and the experiences they have a at PWI. Through this study, the researcher intends to
answer the following questions:
1. How did a group of White student affairs professionals make meaning of the text, The
Hate U Give, in a book club focused on discussing race?
2. In what ways, if any, does dialogue about race influence participants’ self-identified
level on the White Racial Identity Development theory continuum?
3. How does reading and discussion of the book, The Hate U Give, shape White Student
Affairs professionals’ understanding of students of color?
Next, chapter three will discuss the methods sections for this study.
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CHAPTER 3: Methodology

This study hoped to understand the experiences of White Student Affairs professionals
engaged in difficult dialogue on race through the forum of a book club with the application of the
White Racial Identity Development Theory. Through this study, the researcher addressed the
following questions:
1. How did a group of White student affairs professionals make meaning of the text, The
Hate U Give, in a book club focused on discussing race?
2. In what ways, if any, does dialogue about race influence participants self-identified
level on the White Racial Identity Development theory continuum?
3. How does reading and discussion of the book, The Hate U Give, shape White Student
Affairs professionals’ understanding of students of color?
By addressing these questions, this study also hoped to shape participants’ understanding
of SOCs, the challenges they face and the experiences they have at PWI. Findings will guide the
work of student affairs professionals and demonstrate how the White Racial Identity
Development (WRID) theory can be used as a tool for White higher education practitioners to
examine their own identity and to promote personal and professional growth.
Rationale for Qualitative Methodology
Creswell & Poth (2018), describe qualitative research as systematic inquiry that interprets
material practices that make the world visible through field notes, interviews, conversations,
photographs, recordings, and memos to the self. Qualitative research is the best approach
because this study needed to capture the quality of the experiences of its participants. A
qualitative approach enabled the researcher to capture the complexity of participants’
experiences with and thinking about race. As the researcher, I dialogued with White student
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affairs professionals about race, their experiences of it and how they understood the experiences
of SOCs at a PWI through a shared book club. I utilized a case study approach and collected data
through observations, journals, pre and post surveys, and pre and post interviews. The research
design was informed by the theoretical framework discussed below.
Theoretical Framework
Three theories were used to create the theoretical framework for this study: Framework
for Book Clubs, Reader Response Theory, and the White Racial Identity Development (WRID)
theory. The theoretical framework for books clubs was used as an intervention. Polleck (2010)
describes this framework for book clubs in three steps: transaction, interaction, and outcomes
and transformation. Reader Response theory (Rosenblatt, 1978), was used to structure the
participant responses during the book club. Reader response theory is when the reader and text
meet to construct meaning (Polleck, 2010). Reader response took place during the transaction
step, which was when the reader made connections to the text. White Racial Identity
Development theory is when a White person is made aware of, accepts, and internalizes a
positive view of their Whiteness. WRID theory was crucial for this study because of participants’
need for self-examination of their own identity. Figure 1 illustrates how these three theories
interconnect and create the framework for this study.
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Figure 1
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Figure 1 depicts how the Framework for Book Clubs, Reader Response theory, and
White Racial Identity Development (WRID) theory informed this study. The top half of the
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figure captures how these theories influenced the book club experience while the bottom half of
the figure captures the reading response process enacted through the book club framework.
White Racial Identity Development theory and Reader Response theory informed the
framework for book clubs. White Racial Identity Development theory influenced text selection
(The Hate U Give), book club activities that facilitated dialogue about race, and acted as an
analytic lens. WRID also influenced components of data collection, specifically interview
questions before and after the book club and the WRIAS to understand participants’ racial
identity. WRID did not show up as a topic of discussion and but was only a lens for analysis for
the research observer. Reader response theory describes how the reader interprets and learns
from the text in two ways: efferent and aesthetic. There are three dimensions of reader response
which allows for interpretation of the readers response by both the reader and observer:
evocative, reflective, and connective. Readers engaged in each dimension throughout the book
club. The three stages of the book club process: transaction between reader and text, interaction
between book club participants, and the outcomes and transformation manifested as
growth/development illustrate the meaning making processes that happen over the course of the
book club. For example, when participants read the text on their own, they made meaning of the
text. This also occurred during the book club as participants shared their thoughts with one
another which may have altered their original meaning of the text. Participants were also given a
chance to take notes in their journals when may have bring about meaning in another way, so in
the end, the responses to the text occurred throughout the book club process.
Figure 1 also reflects the sequence of this study and synergy of the theories. Participants
were introduced to the White Racial Identity Development theory first during the pre-interview.
The White Racial Identity Development theory describes the six stages of a White persons’
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attitude toward race: contact, disintegration, reintegration, pseudo-independence,
immersion/emersion, and autonomy. Participants were able to interpret the meaning of each
stage and self-identify their place on the continuum. The book club came next, during which
participants were able to use their identity level as a lens to respond to the text and each other.
This allowed readers to be observed through the framework for book clubs and respond using the
reader response theory and its dimensions. In the end, participants were interviewed again and
asked to identify to their WRID level to share if change occurred. This was done to show if the
book club had an impact on their WRID levels. Lastly, two of these theories were also part of the
coding process for data analysis. The three dimensions and two parts of reader response as well
as the six stages of the White Racial Identity Development. These codes aided in the study’s
findings. In the end, the circle around the figure represents the synergy of the three theories and
impacted the context of the study.
Framework for Book Clubs. Polleck (2010) defined book clubs as “small collaborative
groups whose purpose is to enhance literacy and personal and social growth” (p. 51). There are
three steps in the process of book clubs: transaction, interaction, and outcomes and
transformation. The transaction stage is “when readers individually engage with the text, thus
impacting their literacy through efferent processes of meaning construction” as well as “when
students connect their experiences to the texts in order to better understand themselves and
others” (Polleck, 2010, p. 52). The interaction stage is when students interact, share, and
negotiate these experiences and understandings with others to transform their view of
themselves, others and the world around them. The final stage, outcomes/transformation, is when
personal and social growth occurs and reading skills and identity develop. These steps provided a
structure to the book club sessions and operated. All three stages were incorporated in each book
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club session. Participants read and made connections to the text (Transaction), they dialogued
with each other during the book club sessions (Interaction), and they showed signs of growth and
learned new concepts from the book club (Transformation). These steps aided in the structure the
book club itself and observations of book club sessions facilitated data collection.
Reader Response Theory. Reader response theory occurs during the transaction stage
and is defined by Rosenblatt (as cited in Polleck, 2010) as “the point where reader and text meet
and meaning construction occurs” (p. 52). The meaning-making transaction is comprised of two
processes: efferent and aesthetics. During the efferent process, participants were focused on what
the text revealed to them and how they made meaning of it. In the aesthetics process, participants
made meaning of the text based on their lived experiences. Both are equally important to this
study because participants, even though they read the same book, interpreted the meaning
differently in part because of their varying backgrounds and experiences. There were three
dimensions of reader response: evocative, reflective, and connective. Evocative responses reflect
when participants identify major issues in the text, show interests to certain parts of the text, and
summarize major themes and plots. Reflective responses capture how participants evaluate the
authors, the text, and the significant themes of the text. Further, connective responses reflect
when participants construct meaning of the text by making connections from the text to their
own lives and lived experiences. These three dimensions of reader response were used to capture
how participants made meaning and understood the relevance of the text.
White Racial Identity Development Theory (WRID). Helm (1990) explains White
racial identity development theory as when a “person must become aware of her or his
Whiteness, learns to accept Whiteness as an important part of herself or himself, and to
internalize a realistically positive view of what it means to be White” (p. 55). Helm (1990)
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further constructed a two-phase process (Phase 1: Abandonment of Racism and Phase 2:
Defining a Nonracist White Identity) of White identity development which is outlined by six
stages:
1. Contact
2. Disintegration
3. Reintegration
4. Pseudo-Independence
5. Immersion/Emersion
6. Autonomy (pp. 55-66).
The Contact stage is where the individual is unaware of his or her own racial identity group;
does not pay attention to the race of others; and is naïve to the fact that racial differences exist
(Tokar & Swanson, 1991; Yang, 1992; Carter 1990; Tatum, 1992). The Disintegration stage is
where the individual is conflicted to acknowledge their Whiteness and questions the realities of
what they have been taught to believe (Carter, 1990). The Reintegration stage is where the
individual thinks in a stereotypical way with fear and anger towards Black people, but with a
strong positive bias towards White people (Carter, 1990; Tokar & Swanson, 1991). Individuals
support injustice instead of equality in stage three (Yang, 1992) and want acceptance by ones’
own racial group (Tatum, 1992). The Pseudo-Independent stage is where the individual redefines
their positive White identity but does not view it as positive or negative. Mercer (2003) describes
stage four as “recognition of the ways in which racism is maintained by Whites and by the
individual” (p. 219). The Immersion/Emersion stage is where the individual finds more of a
comfortable way of being White and replaces racial myths and stereotypes with accurate
information about what it means to be White in the United States (Helm, 1990; Tatum, 1992).
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Lastly, the Autonomy stage is where the individual internalizes one’s own White identity and
integrate their emotional and intellectual appreciation for racial differences (Carter, 1990; Tokar
& Swanson, 1991); builds more positive relationships with people of color (Yang, 1992); defines
themselves as White, and confronts racism and oppression in their daily life (Tatum, 1992).
Participants were guided to identify and reflect on their individual stages of the WRID
continuum before and after the book club intervention. The WRID stages were also a lens
through which data were analyzed.
Case Study Design
Case study (Yin, 2018) is defined through a two-fold explanation. First, case study “is an
empirical method that investigates a contemporary phenomenon (the ‘case’) in depth and within
its real-world context” (Yin, 2018, p. 15). In this present study, the case was the book club
intervention, located at one single university. Second, case study “copes with the technically
distinctive situation in which there will be many more variables of interest than data points”
(Yin, 2018, p. 15). In this study, the variables of interest were WRID, difficult dialogues, book
club sessions, and reader response theory.
A single holistic case qualitative study was used as this design is “analogous to a single
experiment, and many of the same conditions that justify choosing a single experiment” (Yin,
2018, p. 49). This present study qualified as a single holistic case study because of there being
only one book club, which is analogous to a single experiment reflecting a revelatory case. This
study reflects a revelatory case due to researcher access and the narrow sample of White student
affairs professionals. The case for this study was the book club and data collection focused on
revealing the experiences of participants and the ways in which dialogue about race shaped
participants’ White Racial Identity Development. This single-case was bounded by university,
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the use of only White higher education professionals who interact with students, and the
chronology of the book club. The boundaries were defined by time and space which included the
virtual weekly sessions for six-weeks through Zoom, which was how all meetings were held.
Context and Sampling Approach
Context. Participants were chosen from a single predominately White university located
in the Midwest region of the United States. The population of students, as of 2020, was at
19,456; where about 75% were within one day’s drive home. Racial make-up of these students
consisted of 79% White and 8% Black. Table 1 displays the breakdown by percentages of all
undergraduate students at this institution. For faculty and staff, of about 3,000 totals, the racial
make-up was 84% White and 8% Black1.
Table 1
Percentages of Students by Race
Race/Ethnicity
American Indian/Alaskan
Asian
Black
Hispanic
Hawaiian/Pacific Islander
Non-resident Alien
Two or more races
White
Not supplied

Percentage
.2
2.4
8.0
4.1
.1
2.0
3.4
79.2
.5

Sampling. Seven participants contributed to this study. Criterion sampling was used to
select participants who were White student affairs professionals that interact with students of
color as part of their position. According to Creswell and Poth (2018), criterion sampling “seeks
to meet some criterion and is used for quality assurance” (p. 159). The criteria in this study was

1

Source: Public data website that is not provided to protect confidentiality of the university.
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that all participants work in areas of the university where they interact with students of color.
Participants who engaged in a prior book club focused on race were invited to participate as well.
They could have been influenced by this because of their previous participations and could have
had an advantage compared to those who did not previously participate. I contacted the prior
book club facilitator, who acted as a gatekeeper (Creswell & Poth, 2018). Gatekeepers assist in
accessing participants and facilitate researchers in gaining the confidence of participants.
Participants were made aware of this study through the gatekeeper and were asked to sign up if
they are interested in a second book club. Singing up for this book club was voluntary. Five out
of seven participants in this study participated in the first book club, two participants did not.
Participant Profiles
The case, a book club group, consisted of seven participants from the same
Predominately White Institution. All participants were White females who worked under the
Division of Student Affairs. The participants tenure at the university ranged from two to 13
years. This particular group was chosen based off their importance to the Student Affairs
Division and reflected student academia, social, and emotional needs. Table 2 provides an
overview of participants’ experience and role and is followed by detailed participant profiles.
Table 2
Participants Demographics
Participants
Hayden
Whitney
Konnie
Kim
Heidi
Sarah
Sandy

Title/Level
Associate Athletic
Director
Administration
Senior Advisor
Counselor
Director
Area Coordinator
Associate Athletic
Director

Years at Institution
4

SA Area
Athletics

11
2
3
13
4
4

Enrollment
Advising
Counseling
Advising
Housing
Athletics
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Note. Participants demographics were broken down by title, number of years at the institution
and area of Student Affairs. Participants names were not used, instead pseudonyms were used.
Heidi. She currently works as the Director of Student Academic Services. She has been
in higher education for 13 years where she started as an Academic Advisor. She attended the
same university where this study was conducted and graduated with a Baccalaureate degree in
Psychology and Sociology and a Master of Social Work. She is also a Certified Licensed Social
Worker in the state where she resides. She teaches several classes in the Social Work and
Sociology departments on the side. Heidi made it a point at every session to speak about her
daughter and how her participation will help her daughter with future issues dealing with race.
Kim. She currently works as a Staff Counselor. She graduated with a bachelor’s degree
in General Studies but is passionate about the areas of African American and African Diaspora
Studies, Sociology, Psychology, Psychology and Education. She did not graduate from the
current university where she works as a Staff Counselor. She has a Master of Arts in Clinical
Counseling and a Certificate as a Mind Body Skills Practitioner from Center for Mind Body
Medicine. She enjoys advocating for social justice and equality for all. Kim made it a point to
reflect on and highlight any client of color that she had worked with in the past and how she
hoped to use what she was learning to help future clients.
Konnie. She currently works as a Senior Academic Advisor. She has been in this role for
two years. She also works in tandem with the career center as a career advisor. Her roles consists
of advising underclassmen that major in the Department of Sociology and Criminology and the
Department of Modern Languages. She is also the Co-Chair and Advisor for the college of arts
and letters, which is the college that houses visual and performing arts, the humanities, and the
social sciences. Konnie worked from home, but it was always visible about how much she
wanted to be with her students by what she said and what she wrote in her journal.
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Whitney. She currently serves as the Administrative Assistant to the Vice President of
Enrollment and Student Experience. Her previous positions included work with the chief
financial advisor and assistant vice president of business and resources management. She earned
her bachelor’s degree in Business Administration – Finance, followed by a Certificate of Special
Studies in Administration and Management. She is a lifelong learner who enjoys the organization
and logistics tasks of her position, as well as mentoring divisional staff. She is also a
grandmother and wants to teach her grandson many things that she did not get to teach her own
children.
Hayden. She currently works as the Director of Marketing for Athletics, where she has
been for four years. Her main responsibilities are to administer and oversee game presentations,
video productions, special events and promotions, spirit groups, apparel, and advertising, video
broadcasting and campaigning. She started off her career as a student where she worked as an
operation and recruiting assistant with football. She holds two degrees: Bachelor’s degree in
public Relations and Sport Management and a Masters in Sport Administration with a
concentration in Sport Media. She also teaches part-time in the Kinesiology, Recreation and
Sport department. Hayden loves her family, specifically her father, sports, and her students; it
was apparent every time she spoke.
Sandy. She currently works as the Associate Athletic Director which she has held this
role since June 2019. She is responsible for athletics human resources, student-athlete
development, championship operations, and the Title IX coordinator. She also supervises
women’s basketball and softball programs. She started off working in facilities and event
management in June 2016. She holds a Bachelor of Science in Sport Management and a Master
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of Science in Sports Administration. Sandy is a very reserved person but is not afraid speak up
whenever she had something to contribute to the conversation.
Sarah. She currently works as the Area Coordinator in Housing and Residence Life. She
graduated from an institution near her hometown with a Bachelor of Arts in English and a Master
of College Student Personnel Services from a second institution. Before continuing her career in
Housing at the current university, she worked as a Residence Hall Director and a Residence Life
Coordinator as well as the Residence Hall Advisor. One of Sarah’s’ key interest, in relation to
this study, includes social justice and inclusion, she truly wants the world to be an equal
opportunistic place for everyone.
Role of Researcher
Creswell and Poth (2018) explain that the role of a researcher is to corroborate evidence
through triangulation and to clarify researcher bias by engaging in reflexivity. If the researcher is
also a participant, the researcher should also prolong engagement and persist in observation
while in the field. As the book group facilitator, the researcher acted as a participant in this
study—collecting data while facilitating each book group session. The following section will
highlight any biases of the researcher and explicate the validity of the study.
Bias. I am an African American student affairs professional working at the university
where the study was conducted. I had working relationships with most of the participants in this
study. We were likely to attend the same student affairs divisional meetings and work
collaboratively on college/career fairs as well as other student affairs workshops and trainings. I
have been at this institution for 15 years, as student initially and now as an employee, so I have
been immersed in the racial climate of the university. My prior relationships with participants
helped to alleviate discomfort with topics of race. My experiences as a student and staff member
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were an asset because I spoke on both sides from the viewpoint of a person of color at this
predominately White university.
My experiences and connections across campus allowed me access to participants with
ease. I received several emails from the gatekeeper who initiated the previous book club on
campus. I was not able to attend that particular book club, but I reached out and we had several
conversations about our common interest. The gatekeeper is a White female faculty member and
she was very interested in my proposed study and point of view and wanted to help. I asked her
to pitch a blurb about my research at the end of her book club and to take a poll of people who
wanted to continue these conversations. This is how I was able to recruit the majority of my
participants. Other members of the campus community expressed interest as the news spread.
My relationship and time at this particular university reflected a central bias. I have seen
many changes for diversity and improving campus racial climate; some good, others not. One
good change was the reconstruction and relocation of the diversity office. The center has grown
from serving majority African American students to now including all students of color as well
as students who identify as LGBTQ+. One negative aspect of this program is that the staff has
been all African American for as long as I can remember, which could possibly turn away
students who are not of color. There have also been several initiatives to enrich the campus racial
climate, with the addition of the diversity, equity and inclusion for all faculty and staff. We have
had a handful of sessions and workshops as part of these initiatives, but I personally have not
seen consistent work with implementation and follow-up across the division of student affairs.
As for students, the majority of programs and organizations were integrated, but fraternities and
sororities, remain segregated for the most part. These groups have a history of separation despite
being the driving force for student involvement. Further, the percentage of African American
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students (10%), faculty/staff (8%) were very low when compared to the percentage of White
students (76%), faculty/staff (86%). Because I am represented in these percentages, my bias for
working and being educated at a PWI might be a limitation for this study. The racial disparity at
this university is another limitation because participants may not be able to see what is possible
at more diverse institutions.
There were three concerns associated with me being the only African American person in
the book club. First, as a person who will stand up for what they believe, I was worried I would
react emotionally and inhibit the conversation. I was able to facilitate discussions, answer
questions and share in the dialogue. Participants did not take offense to anything I said nor did
they offend me in anyway. I maintained an unbiased stance and took comments for what they
were worth. Second, because of my own personal experiences (positive conversations, texts and
phone calls) with the White racial response to the Black Lives Matter movement, I was able to
put my feelings and emotions aside during the book club sessions. Third, as the observer, I took
notes of how I felt but I did not allow my feelings to dictate what I documented. Yin (2018)
describes reflexivity as when the perspective of the researcher unknowingly influences the
interviewees responses which can also influence the line of inquiry. To make sure this did not
occur, I documented my thoughts, feelings and emotions before, during and after every book
club session and interview.
Validity. Construct validity was used to address potential bias as well. To test construct
validity (Yin, 2018) two steps must be met: First, core concepts must be defined and align with
the study’s objectives. For this present study, the key concepts were difficult dialogue on race,
White racial identity development (WRID), and book clubs. Sue (2007) refers to difficult
dialogue as conversation centered on sensitive topics, such as race. Helm (1992) describes
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WRID as the developmental stages that White individuals experience when defining themselves
as White. Last, Polleck (2011) describes book clubs as a transformative space where reader and
text meet to connect and experience new things. These three concepts aligned with the objectives
of this study. Second, concepts must be operationalized in a manner consistent with the extant
literature and the objectives of the study (Yin, 2018). Each concept was operationalized in a
manner consistent with previous research. The book club was instructed to mirror Polleck’s
framework (2011), which maximized opportunities for reader response. Difficult dialogue was
facilitated through the book selection, The Hate U Give, which focuses on one eye-witnesses
response to a police shooting. The WRID was assessed through the White Racial Identity
Attitudes Scale (WRIAS) and is included in the appendices, which was created to assess White
racial identity. This study met two components of construct validity, as outlined by Yin (2018).
These three concepts, in addition to my reflexive process, allowed me to mediate my biases. By
using construct validity, this means that I used the three concepts listed above to align with the
study and to weed out any biases from the study.
Triangulation. Triangulation was addressed through multiple methods of data collection:
observations, journaling, survey, and interviews. Data triangulation (Yin, 2018) is defined as a
collection of information from many sources that contribute to the same findings. When
triangulation is valid, the case study findings are supported because of the similar findings from
different data sources. Triangulation is established by multiple data collection methods to have
multiple ways of having a comprehensive understanding of an occurrence. Triangulation allowed
me to have multiple data points to examine during analysis. Trustworthiness was established
through transparency, which allows another researcher to replicate the process step by step.
Book Club Procedure
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The invention for this study was a six-week book club. Because of COVID-19, the book
club took place via Zoom. Zoom is an online video communications forum designed for video
and audio conferencing (Zoom Video Communications, 2020). The book club took place over a
6-week period; one session per week, one hour per session and focused on the book, The Hate U
Give. This book was chosen because of the connections to the purpose of this study and the main
character, Starr. Starr is an African American adolescent who lives in a poor Black neighborhood
but attends a predominately White school. The race issues she faces, including the killing of a
friend who is shot by police, are challenging and illustrate the need for support. The obstacles
Starr faces and the dualistic experience of her home life and school life is well-suited to helping
White participants consider their own WRID and the needs of their students of color.
The book has 26 chapters, so the book group discussed the chapters in the following
groups:
-

Week 1 (Chapters 1-4)
Week 2 (Chapters 5-8)
Week 3 (Chapters 9-13)
Week 4 (Chapters 14-18)
Week 5 (Chapters 19-22)
Week 6 (Chapters 23-26)

The chapters were divided this way to balance out participants’ reading each week: giving four
chapters to the first three weeks, five chapters to the fourth week, and four chapters for each of
the last two sessions. The structure of the book club was similar for each session, dividing the
hour into five sections:
1.
2.
3.
4.
5.

Brief introduction/Summarize Readings (5-10 mins)
Have everyone give opinion of reading (10 mins)
Activity (15-20 mins)
Write up Activity (10 minutes)
Final thoughts/Discuss HW for next section (5-10 mins)
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The book club started with a brief introduction of each participant, led by me, the facilitator.
After the introduction, each participant had a chance to give their synopsis of the readings.
Participants summarized the readings as a group discussion, instead of having one person
summarize the readings as a whole. During the summary, everyone got a chance to tie in their
opinion on the readings, which gave participants a chance to respond to the text. These initial
responses enacted the first two stages of the Reader Response theory: Transaction and
Interaction. Next, participants engaged in an activity assisted by the facilitator. Each session had
a different activity designed to highlight the specific readings and solicit connections made by
participants. Each activity required participants to interact with the text using the different
dimensions of reader response: evocative, connective, and reflective. Activities are outlined and
discussed in detail below:
Session 1: Questions on a card
Session 2: Create a question
Session 3: Connection to the text
Session 4: Choose a Character
Session 5: Share a journal entry
Session 6: Final thoughts
Questions on a Card presented participants with questions placed on a numbered index card. The
participants will choose a number then answered the question associated with that number.
Participants were able to comment on the question in addition to providing a response. I called
on participants in the order that they appeared on my screen via Zoom. Questions were designed
to push participants to the evocative stage because as these highlighted the issues and themes in
the text. Create a question prompted participants to think outside the box. Participants were
given statements or phrases from the text and asked to create a question for the group based on
their statement or phrase in two minutes. Participants took turns asking their questions and two
participants volunteered to answer each question. This activity pushed participants to the
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connective stage. Connection to the text asked participants to choose a passage from the
sessions’ readings and discuss how they connected to the text. Participants took turns facilitating
the group conversation and, in doing so, pushed each other to the evocative stage. Choose a
character required participants to select a character that they related to and share their thinking
with each other. This character-driven discussion pushed participants to the connective stage
because participants connected their lives and the text. Along with the book club sessions,
participants kept journaled notes, which they shared during Share a journal entry. Participants
chose a passage from their journal and read it to the group, explaining their thinking and the
section of the book that inspired the entry. This activity pushed participants to the connective and
reflective stages. Final Thoughts allowed participants to share anything they learned, were still
concerned about, suggestions for the future, or anything else that came to mind. Participants
were asked to bring three ideas, questions, or suggestions to the group, which shaped the
discussion in the last session. This final activity allowed for all three reader responses. Each
book session ended with the facilitator asking for any final thoughts then explaining what was
due for the following week. During every session, the facilitator took notes and recorded the
audio and video to capture the fullness of the participants’ thinking and experiences.
Data Collection
Data collection consisted of observations during the book club, journaling, pre and post
WRIAS surveys and pre and post interviews. There was a total of six hours of observations, and
eight and a half hours of interviews. There was a total of 79 pages of journaled notes, which was
a sum of all seven participants. There were 14 WRIAS response sheets recorded and returned
through email because the seven participants completed the survey twice. Data collection
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procedures (also found in the appendix) reflected an intentional order to capture participant
thinking before, during, and after the book club session.
Before the first book club session, participants received an email (Appendix A)
explaining the study and asking them to complete the White Racial Identity Attitudes Scale
(WRIAS) (Appendix B), which then they emailed back to the researcher. In this same email,
participants received information on the White Racial Identity Development (WRID) (Appendix
C) stages and were asked to self-identify with a stage they believed captured their development.
Next, during the pre- interview (Appendix D), the researcher and participant discussed the
WRIAS survey and the WRID stages. These interviews were held via Zoom (Appendix E) and
were audio and video recorded. Otter was used as a secondary recording platform that also
created a rough transcription. The six book club sessions (Appendix F) followed the first
interviews and gave participants the opportunity to take a deep dive in the text and racial
intersections within their own lives. After the six book club sessions, the researcher conducted
post- interviews (Appendix G), which included discussions of the WRIAS survey and WRID
stages. The researcher asked additional questions about how the book club study impacted their
lives and how they might utilize what they learned in their work with students. Again, the post
WRIAS surveys were scored and are presented in Appendix H. Throughout this study,
participants were asked to journal their experiences using prompts (Appendix I) provided by the
researcher. Interview questions and journal prompts were created based off of the experiences in
taking the WRIAS survey and the definitions of the WRID stages and the statements of the
WRIAS survey as well as the use of content from the text. Table 3 highlights how data were
collected to address each research question.
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Table 3
Data Collection by Research Questions
Research
Questions

How did a group
of White student
affairs
professionals
make meaning
of the text, The
Hate U Give, in
a book club
focused on
discussing race?
In what ways, if
any, does
dialogue about
race influence
participants selfidentified level
on the White
Racial Identity
Development
theory
continuum?
How does
reading and
discussion of the
book, The Hate
U Give, shape
White Student
Affairs
professionals’
understanding of
students of
color?

Observations

Journaling

X

X

X

X

X

X

WRIAS

Interviews

X

X

X

Book Club Observations. During the book club, I assumed the role of a facilitator and
observer. As the facilitator, I created the Zoom meeting sessions and emailed the information to
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participants on how to sign in to the meeting. I kept the group on track, facilitating activities and
answered questions or concerns that could not be answered by any of the participants. As an
observer, I tried to “watch physical setting, participants, activities, interactions, conversations,
and your own behavior” (Creswell & Poth, 2018, p. 167). I took notes based on the participants
dispositions, as well as how they reacted to issues in the book, and how they displayed their
emotions. Sensitive topics were discussed, and participants’ reactions were taken seriously and
noted. I created transcripts from the recordings, using Zoom and Otter as the recording and
transcribing software. I housed and protected these transcriptions on my password-protected
personal computer as well as a flash drive for extra protection. These data provided information
on the experiences participants had during the book club sessions which helped to answer each
of the three research questions.
Journal. Participants were asked to journal throughout each of the six book club sessions
but were not limited to these six entries. Journal prompts were created and provided to guide
thinking throughout the study but not limit notes from book club sessions. They stored their
journals electronically and shared them with the facilitator at the end of the 6th book club session.
Participants were encouraged to use their journals before each session, to take notes on the
readings and write down any questions or concerns that came up while reading, during each
session to provide context for the activity of the day and to capture any ideas that emerged from
the discussion. Journals provided participants with a place to jot down comments, concerns,
feelings, etc., and helped them feel comfortable and get their thoughts in order before verbally
expressing themselves. These data provided information to answer all three research questions.
WRIAS Survey. Constructed by Carter and Helm (1990), the White Racial Identity
Attitude Scale (WRIAS) was created to measure five stages of White Racial Identity
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Development (Helm, 1984). The WRIAS is missing the new fifth stage, Immersion/Emersion
stage, (Helm, 1992). Immersion/Emersion stage was introduced as a bridge between pseudoindependence and autonomy (Helm, 1992). This instrument includes 50 items that assess White
people’s attitudes towards race in a 5-point Likert scale with 1 meaning strongly disagree and 5
meaning strongly agree (Carter, 1990, p. 47). The WRIAS was created for the 5 initial stages
(contact, reintegration, disintegration, pseudo-independence, autonomy), excluding the
immersion/emersion stage. Each of the 5 stages or subscales are measured through 10 items.
Subscale scores range from 1 to 10 with higher scores reflecting stages of identity development.
Each stage resulted in a scale score. The highest scale score indicated the dominate stage of
racial development. The WRIAS was used as a data collection method before and after the book
club sessions. Each participant received a copy of the WRIAS in their email and was asked to
complete it before the pre- and post- interviews. The results of the survey were discussed in these
interviews. These data were used to answer research question two.
Pre and Post Interviews. Brinkmann and Kvale (as cited in Creswell & Poth, 2018) state
that qualitative research interviews are used as an “attempt to understand the world from the
subjects’ point of view, to unfold the meaning of their experience, to uncover their lived world”
(p. 164). Participants were interviewed before the first book club session and after the 6th session
concluded. Interview questions were the same for all participants and are provided in Appendix
A. Interviews were held via Zoom and were audio and video recorded. Participants were not
given a copy of the interview questions in advance with the goal of soliciting more authentic
answers. Along with the interview questions, the researcher facilitated a discussion on the
WRIAS survey and the WRID stages. Participants were given a chance to review their individual
survey results and to ask questions about the WRID stages as well as self-identify the stage that
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captures their development. This was a time for them to reflect, and they were reminded they
could journal about their thinking and process. These data were used to answer research
questions two and three.
Data Analysis
The data analysis process began by organizing the data by question then shifting between
deductive and inductive reasoning to identify codes. According to Yin (2018), deductive
reasoning is described as using memo notes and observations to start the process of coding with
predetermined concepts derived from the theoretical framework. I used pre-existing codes for
research questions one and two to analyze the data in a deductive manner. Inductive reasoning
was used to examine research question three. Yin (2018) describes inductive reasoning as “a
starting point for any analysis to play with your data…searching for patterns, insights, or
concepts that seem promising” (p.167). This process pattern matching and explanation building
was used to strengthen the rigor of the study. Pattern matching is a deductive approach that is a
way to compare patterns found in the data (Yin, 2018). Explanation building is an inductive
approach that explains how a phenomenon occurs that influences the outcome of the data.
Together, deductive and inductive reasoning enabled the interpretation and reduction of data to
yield final themes. An overview of the data analysis process by research question is presented in
Table 4.
Table 4
Data Analysis
Research
Questions

RQ#1. How did a
group of White student
affairs professionals
make meaning of the
text, The Hate U Give,

RQ#2. In what ways, if
any, does dialogue about
race influence
participants selfidentified level on the
White Racial Identity

RQ#3. How does
reading and
discussion of the
book, The Hate U
Give, shape White
Student Affairs
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Subsequent
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in a book club focused
on discussing race?

Development theory
continuum?

professionals’
understanding of
students of color?

Deductive Reasoning
Followed by inductive
reasoning
Preexisting Codes:
Transaction,
interaction,
transformation

Deductive reasoning
Followed by inductive
reasoning
Preexisting codes:
contact, disintegration,
reintegration,
immersion/emersion,
pseudo-independent, and
autonomy
Matching data to codes
Reduce data based on
patterns
Followed by theme
creation

Inductive reasoning

Matching data to codes
Reduce data based on
patterns
Followed by theme
creation

Codes derived from
data

Reduce data based on
patterns
Followed by theme
creation

Analysis started with research question two. I used the stages of the WRID as a deductive
lens to determine how participants self-identified on the continuum. To examine if the ways
dialogue about race influenced participants self-identified place on the WRID theory, I examined
observation notes, journal entries, the WRIAS survey responses, and the pre and post interviews.
The WRID stages were used as codes to capture how participants identify themselves: contact,
disintegration, reintegration, immersion/emersion, pseudo-independent, and autonomy. Once
participant stages were identified, I shifted to inductive reasoning to examine observation notes
and journal entries. Inductive codes emerged to capture how book club participation shaped their
place on WRID continuum. For research question three, to analyze the data capturing if and how
reading and discussing the book, The Hate U Give, shaped White Student Affairs professionals’
understanding of students of color, I used inductive thinking to examine observations notes,
journal entries, and interviews. Pattern-matching and explanation building allowed codes to
emerge and remain anchored in the data. Analysis ended with research question one. I used
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provisional codes derived from Reader Response Theory to analyze observation data and
participant journals. Provisional codes included: evocative, reflective, and connective to identify
the dimensions of reader response participants employed. Subsequent coding utilized inductive
reasoning to reduce data and determine how participants made meaning of the text. Analysis
yielded multiple themes per question, each of which is discussed in detail in chapter four.
Summary of Chapter 3
This chapter outlined the research methods used in this holistic revelatory, single case
qualitative study that examined the experiences of White student affairs professionals engaged in
difficult dialogue on race through the forum of a book club with the application of the White
Racial Identity Development Theory. The theoretical framework was discussed first, followed by
the rationale for a case study design, context and sampling, participant profiles, role of the
researcher, book club procedure, data collection and data analysis. Chapter four will provide
findings derived from thick data collected during this study.
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CHAPTER 4: Findings

The purpose of this single holistic qualitative case study was to understand the
experiences of White Student Affairs professionals engaged in difficult dialogue (Sue &
Constantine, 2007) on race through the forum of a book club with the application of the White
Racial Identity Development theory (Helm, 1992). The study also hoped to shape participants
understanding of SOC, the challenges they face, and the experiences they have at a
predominately White institution (PWI) through these three research questions:
1. How did a group of White student affairs professionals make meaning of the text, The
Hate U Give, in a book club focused on discussing race?
2. In what ways, if any, does dialogue about race influence participants’ self-identified
level on the White Racial Identity Development theory continuum?
3. How does reading and discussing the book, The Hate U Give, shape White Student
Affairs professionals’ understanding of students of color?
After analyzing the data, chapter four highlights and describes the eight major themes that
emerged from the data. Research question one has three themes; research question two has two
themes and research question three has three themes. Figure 2 is a display of these themes by
research question.
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Figure 2
Research Findings and Themes

RQ1: How did a group of White
student affairs professionals make
meaning of the text, The Hate U
Give, in a book club focused on
discussing race?
• Theme 1: Comparison
• Theme 2: Normalcy
• Theme 3: Connection

RQ2: In what ways, if any, does
dialogue about race influence
participants self-identified level on
the White racial identity
development theory continuum?

RQ3: How does reading and
discussing the book, The Hate U
Give, shape White student affairs
professionals understanding of
students of color?

• Theme 1: Increased Awareness of
White Racial Identity
• Theme 2: Influence by the Activity

• Theme 1: Empathyzing
• Theme 2: Immersion into Culture
• Theme 3: Needs of SOC

Overview of Findings for Research Question One
Data analysis revealed that participants made meaning of the text through comparison of
lived experiences, normalizing gun violence, and making connections. To answer research
question one on how a group of White student affairs professionals make meaning of the text,
The Hate U Give, data were analyzed from participants’ journals and five of the six book club
sessions.
Comparison of White and Black Lived Experiences
The comparison theme speaks to how participants made meaning of their lived
experiences as White people compared to the lives of Black characters presented in the text.
Participants’ comparison focused on differences in language, upbringing, and neighborhoods.
Whitney described how a phrase from the text was not something she ever heard growing up:
“’Daddy will whoop somebody’s ass’ – I never would have thought or said that phrase growing
up – different upbringing than my experience…just different from my youth.” (journal,
December 9, 2020). Konnie shared that “even the language was not what I heard daily”
emphasizing differences in communication styles and dialect (journal, 2020, December 9).
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Sandy highlighted that she had never been told to how to keep herself safe when dealing with
police officers:
So, you know, I never had that talk. I think it was assumed, as a white female, that you
just respected authority. My parents didn't need to sit down and talk to me about how to
always show your hands and don't make some movements. Don't move. Unless you're
told to. The specifics were never really laid out. (observation, 2020, December 9)
These three quotes can be summarized as language differences when comparing Black families
to White families. Whitney and Kim both discussed how their parents would have never talked
the way Starr’s parent did, and Sandy quoted that her parents did not talk to her about things that
Starrs’ parent had to discuss with her. From the participants, it is clear that conversations are
different in a Black home compared to a White home.
Participants compared the neighborhoods they grew up in with Starr’s neighborhood of
Garden Heights. They identified characteristics of poverty, violence, and the closeness of the
community. Two participants shared how they grew up in more affluent neighborhoods with
Heidi stating, “I don’t know what it’s like to live in an impoverished area with the much
violence/gang activity” (journal, 2020, December 9), and Hayden acknowledging, “I was living
in a nice neighborhood. … I had it easy. I knew I was going to college” (observation, December
23, 2020). Kim found similarities between her life and Starr’s “trauma of losing someone in a
violent manner” but recognized that “it’s not quite the same without racism” (journal, 2020,
December 9). Kim’s comparison noted differences alongside similarities. Beyond its challenges,
she shared how Garden Heights reflected a “community where people are so tight knit … I grew
up isolated with the military and moving fairly often. I never shared my full personality at
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school.” Through each comparison, these participants made meaning of the text and where able
to compare their lives with the characters in the book, highlighting the role that race played.
Gun Violence as Normal
The normalcy theme speaks to participants making meaning of the way Black characters
experienced gun violence as normal in a manner that White participants considered abnormal to
their daily lives. Sarah commented on the safety of a character to highlight what her mom should
do to bring a sense of normalcy to her life after the death of her friend: “I think that she gained
safety like physically, but I think she's less safe mentally or like identity wise….I think her mom
was focused on getting her to a safer place” (observation, 2020, December 9). Three participants
spoke also to the ways Starr and her family keep moving through their daily lives despite this
traumatic event and the overall lack of safety they experience.
Participants discussed the normalcy of gun violence in Starr’s neighborhood, Garden
Heights. They identified safe spaces that were not really safe and the expectation of getting back
to a sense of normalcy, moving on after a traumatic incident. Whitney spoke about the safe
places that were not so safe, in two instances: an inside safe haven, “Yeah, I was thinking about
the fact that the family knew and had a plan to go to the den when they heard shots that it was so
normal and typical that they didn't think…they didn't freak out. They just went because that was
a common thing for them and that sort of struck me” (observation, 2020, December 23). She also
discusses an outside place were the characters believed they were safe, but she did not, “I love
that they can feel “normal” enough to go to the park to play basketball in the park. I would have
been so cautious about doing that, although I probably wouldn’t have even gone out of the house
to play ball (journal entry, 2020, December 9).” Konnie discussed the path back to normalcy and
how unreal the timeline Starr was given, “They're just expecting her to be able to keep on with a
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completely normal life and not talk to anybody about this and also not think about it and not have
that effect. Like her mom said, ‘we got to get back to normal’ But it's been a few days…”
(observation, 2020, December 16). Being a therapist, Konnie was really upset because she
wanted so much for Starr to be able to have time to process this traumatic experience. Through
this observation of normalcy of gun violence, these participants made meaning of the text and
were able to better understand, but not agree, with the characters way of living.
Connection from Lived Experiences to the Text
The connection theme illustrates how participants made meaning of the text by
connecting their personal lives to the lives of characters in the text. Participants were able to
share moments in their lives where, although they were not able to understand what it is to be
Black, they experienced similar situations. Sarah connected the text about how Starr’s friends
wanting to skip class to participate in a racial injustice protest and how her experience was when
she marched in the Black Lives Matter protest at her institution, “As far as the protests go...when
we did the unity walk…there were hundreds of people there. And when I read the part where
they're like, oh, it's a free class day…I don't want to take this test in English…” (observation,
2020, December 23). She was not happy that the characters in the text were using the importance
of a protest to get a free day from class. Heidi compared the text to what she sees and hears on
the news that is happening her world, “My neighborhood is a war zone”. Cars are on fire, stores
are being destroyed, cops have come in with tear gas, crowds of people running and screaming,
gunfire…Ferguson, Minneapolis, New York, Kenosha, and the list goes on all the way back to
Rodney King (journal entry, 2020, December 23). Kim connects go the text on a personal level
and takes a moment to share the characteristics of a former client’s case, “But as I was reflecting
more on how I connected personally was mainly through previous client stories…stories of
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survival and as her therapist…you're a drug Queen…you’re in protective services, trying to get
away from your partner” (observation, 2020, December 9). Through each connection,
Participants made meaning of the text when the characters’ lived experiences paralleled their
own lived experiences. There responses ranged from first time participating in protests and unity
walks in solidarity with Black Lives Matter and the cause to end racism to recognizing how the
text mirrored historical examples of police brutality and interactions with previous students of
color and clients of color. Through these connections, participants were able to find themselves
and their lived experiences in the text and make meaning based on these connections.
Conclusion
To answer research question one, how did a group of White student affairs professionals
make meaning of the text, The Hate U Give, in a book club focused on discussing race, data were
analyzed from participants book club sessions and journal notes. Data analysis revealed three
ways participants made meaning of the text: 1) comparison of White and Black lived
experiences; 2) gun violence as Normal; and 3) connections of live experiences to the text. While
reading this text, participants found three ways to make meaning of the text that not only
connected to their lived experiences but also to the lives of their students of color which in turn,
hopes to better their relationship with their students and to enhance the overall academic success
of SOC.
Overview of Findings for Research Question Two
To identify the ways dialogue on race influenced participants’ level on the White Racial
Identity Development (WRID) theory continuum, data were analyzed across observations,
journal entries, the pre and post responses to the White Racial Identity Attitudes Scale (WRIAS),
and interviews. Analysis revealed participants increased awareness about White racial identity
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and the significance of the facilitators’ awareness. Before answering the second research
question, it is important to note that participants scored within Phase two of the WRID stages,
which is known as Defining a positive White identity. Phase two is when people recognize and
actively oppose institutional and cultural racism (Helm, 1992); these stages will be explained
below.
Increased Awareness of White Racial Identity
Data indicate that dialogue on race did have an influence on participants’ level of the
White Racial Identity Development theory but the movement across varied throughout
participants. Across all participants, all three levels of Phase two emerged as significant in
responses to the WRIAS survey and the self-identified level of the WRID levels. The WRID
stages are divided up into two phases: Abandonment of Racism and Redefining a Positive White
Identity. Steps four through six (pseudo-independence, immersion/emersion, and autonomy) are
where participant fell when identifying their WRID level. Five out of the seven participants had
experienced a book club centered on race prior to this study so maybe something occurred during
that book club that informed their upward movement on the WRID stages. Helms describes these
three levels as:
1. Pseudo-independence: had an encounter or event that was insightful; attempts to
understand race and culture differences and may reach out to interact with minority
group members based on similarities; understanding of race issues primarily for
intellectual and conceptual reasons.
2. Immersion/Emersion: questioning what it means to be White; personal meaning of
racism; how they benefit from White privilege; confronts one’s own biases; becomes
more of an activist to combat racism and oppression. Immersion refers more to
Whiteness as well as their personal meaning of racism to and emersion is more about
increasing the awareness of Whiteness and feels that there is no longer needs to lift or
diminish anyone based on their race.
3. Autonomy: Increases awareness of one’s own Whiteness; reduces feelings of White
guilt; accepts one’s own role in perpetuating racism; renewed determination to
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abandon one’s own White entitlement; more knowledgeable about race; no longer
fearful, uncomfortable, intimidated with the experiential reality of race.
These three levels reflect the second half of the six-stage development continuum and reflect a
move toward increasing awareness of White Racial Identity.
Participants were asked to self-identify their WRID level in two interviews, before the
book club experience and after, and asked to complete the WRIAS survey twice, also before and
after the book club. Each participant identified a WRID level four times: twice before the book
club experience and twice after the book club. The combination of self-identifying WRID levels
paired with completing the WRIAS allowed participants two pathways to examine their racial
identities and to reflect on growth. Table 5 displays participants self-identified a WRID levels.
Table 5
Self-Identified WRID level
Participants

Interview 1

Interview 2

Hayden

Immersion/Emersion

Autonomy

Sandy

Heidi
Whitney

Between Pseudo
More of Immersion/Emersion
Independent and
Immersion/Emersion
Immersion/Emersion
Immersion/Emersion
Immersion/Emersion Immersion/Emersion/working
on Autonomy
Immersion/Emersion
Autonomy
Immersion/Emersion
Autonomy

Sarah

Immersion/Emersion

Konnie
Katie

Immersion/Emersion

Four of the seven participants chose a higher WRID level (Autonomy) in the post than
the pre-interview (Immersion/Emersion), which indicates that they believed they grew during the
course of the book club. The change in levels indicates participants went from questioning what
it means to be White and their personal meaning of racism to increasing their awareness of
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Whiteness and feels there is no longer a need to lift or diminish anyone based on their race. The
other three participants chose the same level in both pre and post interviews, which reflects the
two-part nature of the immersion/emersion stage. Immersion means to have a deep mental
involvement with race-based situations. People in this stage start to question their own race and
how they benefit from systematic issues such as White privilege. Emersion means the process of
coming out after being submerged in race-based situations, which means a person expresses and
revisits their negative thoughts, which brings about an eye-opening reaction which allows space
and energy to for them to be able to confront race and oppression (Helm, 1992).
Table 6 displays participants pre and post scores of the WRIAS. These scores do not
align with the self-identified stages, which may be due to the introduction of a new stage after
the WRIAS was created. This new stage was the Immersion/Emersion stage, which had not yet
been added to the WRID continuum, so participant responses to the WRIAS reflect only five
stages (Helm, 1992). Immersion/Emersion stage was introduced as a bridge between pseudoindependence and autonomy (Helm, 1992). Because the survey does not account for this stage.
Participant scores are captured across both the pseudo-independence and autonomy stages.
Table 6
WRIAS scale score WRID level
Participants
Hayden
Sandy
Konnie
Kim

Pre- WRIAS

PostWRIAS
PseudoPseudoindependence independence
6.4
7.2
Autonomy
Autonomy
4.5
5.0
PseudoPseudoindependence independence
4.0
5.6
Autonomy
Pseudo5.5
independence
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4.4

Heidi
Whitney
Sarah

PseudoPseudoindependence independence
4.0
7.2
Autonomy
Autonomy
6.5
6.5
PseudoAutonomy
independence
6.5
6.8

Table 6 displays pre and post levels of participants’ WRID stages based on the scale
White Racial Identity Attitudes Scale (WRIAS) score. For each level of the WRID, a raw score
was determined by summing up the numbers chosen by participants for each statement. Each of
the 5 stages or subscales were measured through 10 items with final subscale scores ranging
from 1-10. The higher the number, the more completely participants identified with that specific
WRID level. For example, Hayden stayed at the same level, but her score increased so she was
more fully at the pseudo independence level than she was before, see appendix I for full pre and
post WRIAS profiles.
Five out of seven participants remained in the same stage before and after the book club
with each of these participants scoring higher within the stage. One participant moved from
pseudo-independence to autonomy with another moving from autonomy to pseudoindependence. Participants reflected on their scores as part of the pre and post-book club
interviews. Sarah was the only participant that scored a higher WRID level in the post
(Autonomy) than the pre-interview (Pseudo-Independence) which indicated that growth occurred
when she had an insightful encounter. She started to understand racism as well as a complete
awareness of her own Whiteness. Sarah stated, “I'm working through confronting my own
biases, becoming more active and combating racism and oppression…I am aware of my own
whiteness, but I do still struggle with white guilt. So that's why I didn't really pick six…”
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(interview, 2020, November 23). Five participants stayed at the pseudo-independence level in
both pre- and post-interviews which could reflect that participants were just starting to
understand race and culture. Participants may not have fully understood but were interested in
learning more. Konnie explains this by stating, “I feel like these {WRID stages} really apply to
me. I think I still feel a lot of white guilt, I haven’t completely abandoned my own entitlement. I
mean I'm definitely working on that” (interview, 2020, November 25). Kim was the only
participant that scored higher on the pre-WRIAS than in the post-WRIAS, which could indicate
that some back tracking may have occurred in her growth. She made this statement, “…some
things that I do are on the way to autonomy…I’m taking steps more so than I have in the past but
I have a long way to go, that's how I felt immersion/emersion was more appropriate (interview,
2020, November 25).
Before the book club sessions began, participants self-identified a WRID level solely
based off of definitions and personal experience. Whitney stated that the book club session
shifted her perspective: “…I probably would have been lower…but having done those two
activities {WRIAS and the WRIAS} and having those discussions, I sort of moved myself
further up” (interview, 2020, November 2). She shared that she is more aware now of situations
with POC and that she has privilege whether she recognized it or not. Heidi also shared that book
club sessions and the process of reflecting on her WRID levels prompted her to think about
experiences and interactions with a deeper racial awareness: “I feel like I've shifted to way more
of a five [immersion/emersion] but I don't know if it's just lack of confidence that I have or
waiting for more experiences, for me to have that ’oh I interacted with somebody today and I
was definitely a five’(interview, 2021, January 12). By thinking about interactive situations and
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the WRID, Heidi demonstrates how she was pushed to think about her movement between
stages.
Across all four opportunities for participants to assess their WRID levels, the majority of
participants landed at the Pseudo-independence, Immersion-Emersion, and Autonomy stages.
Before the book club zero participants self-identified at the Autonomy level and three scored at
the Autonomy level on the WRIAS. After the book club, twice as many participants identified at
the Autonomy level on the WRIAS.
Influence by the Activity
Analysis indicated that all seven participants enacted characteristics of the Autonomy
stage when prompted by the facilitator. Specifically, after the fourth book club session,
participants were asked to compose a letter in their journal specifically to a White person they
knew would be opposed to the work they were doing as an ally for racial justice. This letter was
to explain why they had chosen to be an ally for the cause. Every participant was very clear on
naming themselves as an ally who plans to fight for racial justice and equality. Table 7 provides
key excerpts from these journal entries.
Table 7
Why Letter Chart
Participants
Hayden

Quotes
As I start to get older, I start to realize how different some of
our views are. I just want you to publicly know that I
believe that Black Lives Matter….

Heidi

I want you to know that matters of social injustice are
important to me, that we should all fight for them. Let me
explain why. For me, it started out really selfishly, I wanted
it just for my daughter.

Sandy

I can’t help but put myself in their shoes. We are both welleducated white women and that comes with privileges. In
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my recent years I have started to self-reflect on those
privileges and look back on how I was raised, and how my
parents are raised, and if that had an effect on me – and it
did, as I’m sure it does everyone!

Konnie

I’m tired of being the ignorant white person. I’m tired of not
doing anything. …. I get to serve my black students better, I
get to help educate others, I get some confidence to be able
to talk about racial inequality. There is so much love, light,
and joy in this work.

Kim

A few years ago, after a heated discussion with our high
school friends about race, wealth, and reasons for higher
rates of incarceration of Black and Brown people…
if it was my place as a privileged, cisgender, not straight but
passing, not Christian but formerly, educated, married into a
wealthier family, white person….Why can’t we all be
friends in a blended world?

Whitney

I wasn’t aware enough yet of the systemic problem to
educate them on that and provide I feel I will continue to
participate in any racial injustice efforts I become aware of
until I have a better handle on what types of actions I can
take to be a change agent, with interpersonal relationships
and systemically.

Sarah

I hope that one day we can actually have this conversation
face to face and maybe we can understand each other better.
Note. All excerpts were pulled from Journal entry #4 (journal, 2020, December 30).
Table 3 highlights an excerpt from each of the seven participants’ “Why” letter from
journal entry four. Each participant addressed this letter to specific people in their lives: close
friends, family members, and a grandparent. Letters brought about a nuanced awareness,
knowledge, and an increased comfort levels about racial issues. The quotes in Table 3 reflect the
part of the autonomy level that each participant met. For example, Whitney makes this statement,
“Sadly, I raised my children in the same manner my parents raised me (treat everyone equally,
etc.), although their community was more diverse…” (journal, 2020, December 30). Here
Whitney is writing to a friend and discussing her childhood compared to how she raised her
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children. Here she is making a claim that she was not raised to be made aware of the worlds’
problems and that she did the same with her children. She continues stating that, “I will
participate in racial injustice efforts I become aware of…” reflecting the part of the autonomy
stage that states how a person renews their determination to abandon one’s own White
entitlement.
Participants were very clear on naming themselves as allies as well as their plan to fight
for racial justice and equality. Participants shared that although they may have not known or
have yet to do anything about racial justice issues, they were aware and would start. Whitney
wrote to a close friend and stated that, “….I wasn’t aware of the systemic problem to educate my
children on these issues… I can take action to be a change agent, with interpersonal relationships
and systemically” (journal, 2020, December 30). Hayden wrote to her grandfather stating, “I just
want you to publicly know that I believe that Black Lives Matter…. I believe that equality is the
answer, compassion is the answer…I am going to say something…” (journal, 2020, December
30).
Participants also discussed their increased knowledge about racial injustice as well as
White privilege and their role across it all. Heidi wrote to a close friend and stated that, “…as a
white child, she {her daughter} wouldn’t have to worry about things that her friends of color
would, that she would need to use her voice when she witnessed something that wasn’t just, that
she had privilege” (journal, 2020, December 30). As she begins to speak out, Heidi wanted to
make sure to teach her daughter how to speak out as well. Kim also wanted to share what she has
learned to a close a friend:
…we/white America set Black people up for oppression through enslavement, laws, and
intentionally ruining successful communities….they aren’t so different from me, but our
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experiences are vastly different….I’ve read books about race, accurate histories of
America, listened to those who are oppressed better, discussed these systems/legislations
that keeps people oppressed (journal, 2020, December 30).
Konnie wrote to a close friend, “It sucks to have to own up to your piece in this…it sucks to feel
like the more you learn, the more you get wrong…that you’ll never be able to do enough…but I
couldn’t live with just doing nothing...” (journal, 2020, December 30). Here she is making her
case about being uncomfortable to make others feel included and if that is what it takes, she just
chooses the discomfort.
Lastly, participants displayed their comfort levels as they wrote in a brave tone for being
allies for the cause of racial justices and equality. Sarah poured out to a family member making
this statement,
Something I think white people fail to understand, is that fighting for Black Lives, justice
and equality also benefits White people….Believing in and standing up for Black Lives
Matter does not mean that white lives don’t matter. It means that the system we function
in is built to halt black progression. By standing with and for black people, you’re
helping fight against and change the system, to be better for black people and
EVERYONE (journal, 2020, December 30).
Sandy stated that, “I am writing to inform you that I am an ally for racial injustice issues. I want
to be a change agent because the black race has been so oppressed, right under our own noses,
and we have even been raised to ignore it…” (journal, 2020, December 30). Here, Sandy states
boldly that she has decided to step out of her comfort zone and to join in the efforts of changing
racial justice for all.
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As seen above, participants made strong cases in their “Why” letter as to why they
themselves want to become allies for racial injustices and made compelling arguments to why
their friend or family member should become an ally as well. One interesting discovery found
when analyzing data that pertained to the White Racial Identity Development continuum was
that when participants self-identified their WRID levels and were given a score from the WRIAS
survey, most of the participants did not score on the Autonomy level and if they did score in at
the Autonomy level, they had a low score and/or they were not 100% convinced they were fully
on the Autonomy level because of one or more areas they needed to grow in. But when it came
to the “Why” letter, each participant stated boldly that they were an ally and they wanted to share
why others should join them. It can be concluded that, when prompted, participants organically
stretched themselves to speak passionately from the Autonomy level even though they placed
themselves at a lower level and scored lower on the WRIAS.
Conclusion
As mentioned above, initial data concluded that the majority of the participants’ selfidentified level on the WRID continuum did not match the WRIAS score level across
participants pre- and post-assessments. The WRIAS survey may present participants with a more
nuanced starting point of reflection instead of allowing them to self-select their level from the
list. Data indicated that levels of the WRID theory continuum changed and participants were
influence by WRID descriptions and scenarios as well as through dialogue between the
facilitator/participant and participant/themselves when journaling.
Overview of Findings for Research Question Three
To examine how reading and discussing The Hate U Give shaped participants’
understanding of students of color, data were analyzed from interviews, journals, and
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observations of book club sessions. Before participants read and discussed the book, The Hate U
Give, they were interviewed about their knowledge of campus diversity, experiences and
challenges faced by students of color. Four of the seven participants mentioned a referral to the
university’s only cultural center as a method of support. Sarah stated, “I think that they do
typically stick with where they're comfortable, so I see a lot of them you know hanging out with
the cultural center” (interview, 2020, November 23). Konnie commented on how she has tried to
immerse herself in the cultural center, “I tried to hang out there one day a week to do like help
with advising …obviously those aren't just my students, but just, I guess I'm in the process of
learning more about what their experience actually is” (interview, 2020, November 25). Whitney
discussed what she had learned about SOC and their needs to use the cultural center, “...I've
experienced more about cultural center…first gen, but specifically students of color…there is a
need for potentially more assistance because the family is not used to college…specific students
might need additional help rather than just one office setting” (interview, 2020, December 2).
Heidi rounded out the four who spoke to the assistance of the cultural center, “Overall, I would
hope it is a positive experience for SOC. And I think that's really where {Cultural center} comes
into play in creating that supporting caring environment” (interview, 2020, November 24).
As participants moved through the book club sessions and immersed themselves in
conversation about the text and their students, participants’ thinking began to shift. Instead of
referring to the cultural center and its staff, they began to make statements about what they could
do personally and professionally to support the overall well-being and success of SOC. The
following section outlines the three themes illustrating this shift: Empathizing, Cultural
Immersion, and Needs of SOC.
Empathizing
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Throughout the book club sessions, participants shared how characters from the text
enabled them to empathize with their students of color. Specifically, they connected the
challenges Starr faces with challenges their students of color face. Three of the seven participants
spoke to this. Konnie wrote how she “thought about the students who have to deal with problems
similar to the ones Starr is facing—students who have come unprepared for work on a college
level and I wonder if their schools were underfunded” (interview, 2021, January 12). Two
participants spoke about Starr’s fight between two worlds and how this may be what their
students experience. Heidi explains this by stating, “…how much do they actually have that inner
monologue when they're walking in public on campus versus when they're in their dorm room by
themselves versus your home and your family and their community… (interview, 2021, January
13). Here, she is reflecting on Starrs’ inner monologue that she has when she is in her all-Black
community with her family versus her all-White community at school, and do her SOC go
through this similar inner monologue. Sarah reflects on this stating, “…they have to think about,
what environment am I in? How am I supposed to act in this group versus this group...how do I
want to portray myself right now so that I don't make other people uncomfortable…” (interview,
2021, January 12). As it pertains to empathizing and preparation, two of the seven participants
commented that after six weeks of the book club sessions, they were still not 100% prepared to
do everything they could for their SOC. Heidi stated that she was not prepared for the reactions
of White people, “I’m not prepared for White people with hate to say they are oppressed…The
majority cannot be oppressed, the majority cannot be discriminated against! I can make myself
present to the students of color, to be more inclusive…” (journal, 2021, January 11). Sarah
speaks about being prepared and how preparation seems like such a daunting task, “I feel like
I’m still not prepared for a lot of things...every person's experiences are different so I feel like
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you can never fully be prepared….trying to relate to someone you don’t know very well can
seem daunting” (journal; 2021, January 11). However, Sandy feels so empathetic for her students
that she believes it to be her responsibility to help prepare SOC for their career goals, “I will be
more aware of their situations and home life moving forward. I need to do my best at trying to
create internships while they are on campus…try and break this system that is working against
them” (journal, 2020, December 23). Reading and discussing The Hate U Give helped
participants empathize with and prepare for their SOC by recognizing the similarities between
the characters in the book and the experiences of their students.
Immersion into the Culture of SOC
Three of the seven participants stated that being immersed in the text and discussing it
with peers shaped their understanding of their SOC. From doing this work, participants shared
how they planned to continue immersing themselves in the culture of SOC on their campus,
making a distinct shift from looking to the staff at the campus cultural center to do this work.
Heidi shared how she plans to be present in the cultural center to “just go and sit and talk. Take
my laptop and help them with academic needs and just be there” (interview, 2021, January 13).
Kim states that plans to talk to and check in with her SOC more, “…this semester I tried to talk
and check in with my Black students more…as a therapist I can go and reach out and have more
of these conversations and sessions without making it about us…” (observation, 2021, January
6). Sarah first speaks out in week three sharing, “I struggle to understand why students of color
are less open to interacting with me as a White woman. I’m reminded that I haven’t done
anything to earn their trust, the world is built to be untrustworthy for them” (journal, December
23). But as the weeks go on, it was week six when she felt much more prepared on what she can
do to help SOC, “Learning not to overthink my interactions with my students of color… is trying
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to form a relationship or reach out to a black student too intrusive….I don’t want them to feel
like I’m singling them out, further alienating them” (observation, 2021, January 11).
After discussing the text, participants realized that they would not be able to serve SOC from
their desks only. They need to be immersed into SOC culture whether that be physically
interacting with SOC. Participants made it very clear they are all in, whether there was comfort
or discomfort, that they wanted to connect with their SOC more by immersing. themselves into
their culture anyway necessary.
Needs of Students
Throughout the book club sessions, journals and interviews, participants reflected on the
specific academic needs of and challenges faced by SOC at a predominately white institution.
Whitney recognized that these needs are different from the needs of White students, “Students of
color might need help in a different way than white students. Our job is to be aware of that issue
and make sure we’re giving students of color the right assistance for them” (journal, 2020,
December 23). Heidi reflected on the education system in general and the need for it to be
improved, “Makes me wonder about how the educational system fails them…Do we think
students who have academic struggles will just be different somehow when they come to
college… (journal, 2020, December 23). Konnie argues that if SOC have better advising
sessions, they may have a better chance of academic success, “advisors need not access their bias
and insure that they’re giving that black student their best advice…reminder that our black
students are already disadvantaged and so many ways and giving up on one student harms us all”
(journal, 2020, December 23). Konnie blatantly states that something SOC need to be successful
academically is financial support and how she even plans to make her own personal contribution,
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“...specifically my students need more money, more scholarships. I started donating to like
that…I'm putting my money in. I'm hoping other people will…. (interview, 2021, January 12).
Lastly, Kim states what she plans to do when she is in the company of SOC, “Listen instead of
spending time trying to show them I understand…Check in on how they’re doing after senseless
murders and deaths…show up in their spaces and if I’m worried about encroaching on a safe
space for them…” (journal, 2020, December 23). Participants made it very clear that SOC have
specific academic needs and challenges that await them as PWI and that there are ways to
approach and tend to these needs.
From the book club sessions, three of the seven participants reflected on the
social/emotional needs of SOC who attend a PWI. Heidi shared how she sees SOC as a whole
and not just their demographic make-up, “When I look at students and our students of color…not
just…thinking about where they’re from, looking past all of those pieces and putting them
together. And I see them for, you know, who they are and their experiences” (observation, 2021,
January 11). Kim talks about a time when one her SOC was behind in class and she went out of
her way to help them, “...one student ,who is struggling, he said I have to do well because I can’t
go back to my home town, everybody I went to high school with either got killed or is in jail for
killing somebody…” (observation, 2021, January 11). This is such a powerful statement because
this student is dependent on academics to keep him from going down a bad path but is aware
enough to get the help of a counselor to deal with the trauma of his situation. Sarah ties this
section together in her discussion of the book club and how it relates to her SOC and the world
they live in, “Starr has helped me really understand what our students may be experiencing when
they come to a predominately white institution…having to navigate both the white world and
their world and wherever they’re coming from” (observation, 2021, January 6). When prompted
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to reflect on their SOC, participants gave a plethora of needs: a better education system in
general; catered support and resources; awareness that they may need different things than their
White peers; equal treatment; understanding faculty/ staff, and mentors; people who will listen to
them; safe spaces to be themselves; and comfort when communicating. In the end, participants
identified many reasons why SOC may be struggling at PWI, but noted above, if SOC needs
were met, they would be much more prepared to succeed not only at a PWI but also in the world.
Conclusion
Data analysis revealed that participants were able to get a better understanding of their
SOC through this study. It is also evident that it takes many areas of support for SOC who attend
a PWI to be successful. Students of color need faculty and staff who are interested in getting to
know them personally and who want them to succeed; a desire for more cultural immersion, and
a clearer sense of their preparation for their specifics needs. Participants were able to share a
sense of agency in supporting SOC, illustrating a shift from seeking external support to
professional and personal actions that create increased support.
The purpose of this single holistic qualitative case study was to understand the
experiences of White Student Affairs professionals engaged in difficult dialogue (Sue &
Constantine, 2007) on race through the forum of a book club with the application of the White
Racial Identity Development theory (Helm, 1992). The study also hoped to shape participants
understanding of SOC, the challenges they face, and the experiences they have at a
predominately White institution (PWI). Data analysis revealed eight overall themes: comparison
of lived experiences, gun violence as normalcy, connecting lived experiences to the text,
increased awareness of white racial identity, influence from facilitator, empathizing, immersion
into culture, and overall needs of SOC. In the end, participants’ experience in a book club
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focused on race established a foundation for them to build understanding of the social, academic,
and emotional needs of students of color who attend predominately White institutions.
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CHAPTER 5: Discussion

As indicated in chapter 2, predominately White institutions (PWI) have seen a steady
enrollment of students of color (SOC) coupled with retention and graduation challenges (Miele
& Nguyen, 2019). Research calls on student affairs professionals to design and implement
programs and policies focused on diversity and inclusion to support student success (Mueller &
Pope, 2000, 2003; Ellertson, Moore, & Marsh, 2007; Pope, Mueller, & Reynolds, 2009). For
SOC to be academically, emotionally, and socially successful at a PWI, it is crucial for White
student affairs professionals to create such policies and programs (Mueller & Pope, 2001). The
purpose of this single holistic qualitative case study was to understand the experiences of White
Student Affairs professionals engaged in difficult dialogue (Sue & Constantine, 2007) on race
through the forum of a book club with the application of the White Racial Identity Development
theory (Helm, 1992) to determine findings. The study hoped to shape participants understanding
of SOC, the challenges they face, and the experiences they have at a predominately White
institution (PWI) by answering three research questions:
1. How did a group of White student affairs professionals make meaning of the text, The
Hate U Give, in a book club focused on discussing race?
2. In what ways, if any, does dialogue about race influence participants’ self-identified
level on the White Racial Identity Development theory continuum?
3. How does reading and discussion of the book, The Hate U Give, shape White Student
Affairs professionals’ understanding of students of color?
Data analyzed yielded eight themes across all three research questions:
•

comparison of lived experiences,

•

gun violence as normalcy,
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•

connecting lived experiences to the text,

•

increased awareness of white racial identity,

•

influence by the activity,

•

empathizing,

•

immersion into culture, and

•

overall needs of SOC.

The themes of this study illustrate each of the core values of Student Affairs (Long, 2012) and
can be summarized by the importance of catering to the wholeness of SOC. SOC have challenges
they not only face at home, school, and in their personal lives, but also in their identity and how
they seem themselves in this world. This chapter outlines the significance of these findings
within the existing body of literature on this topic and practical implications of the findings. The
central significance, catering to the needs of students of color, is discussed first as each theme
highlights this literature about student affairs professionals. The significance and practical
implications associated with each research question are discussed next. This chapter concludes
with the study’s limitations and suggestions for future research.
Significance
Catering to the Needs of SOC
Researchers describe successful student development as dependent on faculty and staff
creating educational experiences that cater to the whole student: academically, socially, and
emotionally (Hernandez, Hogan, Hathaway, & Lovell, 1999). Evans et al. (2010) assert that
student development requires knowing when and how students develop in order to understand
students’ needs and behaviors. Long (2012) refers to student affairs professionals as educators
who have the skills and experiences to cater to and enhance student development cognitively and
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interpersonally by attending to five core values: educating the whole student, care for the student,
service to the student, service to the university and community, and centering equality and social
justice (pp. 6-8). The first three values reflect the interconnected academic, emotional, and social
needs of students. The fourth value speaks to the connection between student affairs, university
mission, and thriving communities. The fifth value addresses how campuses must foster fairness
and inclusion with a keen eye on the experiences of historically marginalized students. This fifth
value calls on student affairs professionals to recognize and meet the needs of students of color.
The findings of this current study reflect Long’s assertion that serving diverse students requires
both deep cultural competence and understanding of self. This study prioritized equality and
social justice by pushing participants to increase self-awareness of their White racial identity
while developing knowledge about SOC.
The eight themes derived from this study reflect how four of the core values articulated
by Long (2012) are actualized through professional development and participant growth. Each
theme connects to a specific research question and is listed below in Table 8, which illustrates
this relationship.
Table 8
Catering to the Needs of the Whole Student
Core
Values
Study
Themes

Educating the
whole student
Comparison of
White world to
Black world
(RQ1)
Overall needs of
SOC
(RQ3)

Care for the
student
Empathizing
(RQ3)
Immersion into
culture
(RQ3)

Service to the
student
Connecting lived
experiences to
the text
(RQ1)

Equality/Social
Justice
Gun violence as
normalcy
(RQ1)
Increased
awareness of white
racial identity
(RQ2)
Influence by the
activity
(RQ2)
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Table 8 is a breakdown of how four of the five core values of student affairs professionals
connect to the eight themes this study originated. The themes provide an illustration for each of
the core values. Each theme is also labeled by research question and is described in detail below.
Implications of Findings (RQ1)
Significance of Comparing and Connecting
Participants made meaning of the text, The Hate U Give, by comparing their White world
to the characters’ Black world, connecting to lived experiences, and identifying how gun
violence was normal for characters within the text. These three themes illuminate three of Long’s
(2012) five core values: educating the whole student, service to the student, and equality/social
justice. Participants compared their White world to the Black world to discuss their lived
experiences as White people and how different it can be from the characters in the book.
Through this comparison, participants recognized the double consciousness (Dubois, 1903) or
multiple worlds (Hannan et al., 2016) that Black students experience. Dubois (1903) coined the
term double consciousness, as the two identities of a Black person, usually imposed on a person
of color by their White counterparts. Hannon et al. (2016) refers to multiple worlds as people
who live in a Black world and a White world both individually and simultaneously. One
participant brought these two terms to life when she reflected on how the SOC in the text had to
navigate two worlds, White and Black, all while staying focused on schoolwork and their
personal lives. When White student affairs professionals increase their awareness of how their
lived experience is different from the lived experiences of SOC, they are able to build stronger
relationships with these students. A lack of awareness may hinder their relationships with
students before they even begin. This theme added nuance to the literature about what White
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student affairs professionals must recognize when working to support the academic, social, and
emotional needs of SOC (Evans et al., 2010).
Service to the student connected to one theme: the lived experiences of the text. Several
participants talked about attending Black Lives Matter protests and even how they joined this
particular study to learn how to serve the needs of the SOC. Two participants were able to make
connections not only to the characters in the text but to their lived experiences as well. They both
discussed their experiences with actually attending a protest or just by watching the news and
seeing firsthand what Starr saw come to life her own backyard. Serving the student is connected
to developing the student, in which Evans et al., (2010) provides a lens for educators to view the
academic, social, and emotional needs of students. Knowing the needs of students brings
awareness to SA professionals and emphasizes how designing and implementing programs and
policies meets the needs and constructs a holistic climate that encourages positive development
for all students (Evans et al., 2010).
Lastly, equality and social justice connected to one theme: gun violence as normalcy.
Participants highlighted several scenarios from the text on gun violence and how, for many SOC,
this may be normal for their lifestyle. One participant discussed, in shock, how the characters in
the text were able to “get back to normal” after a drive by shooting had occurred. The discussion
was about how there was a sense of normalcy because there was little to no time in between the
drive by shooting to when the family resumed their normal lives. Another participant discussed
this same incident but focused on the aftermath of the following morning. The characters in the
text went to the park to play basketball the following morning, participants were flabbergasted at
the fact that they would leave the house after this incident, but because of the reoccurring
scenarios of drive by shootings, the characters seemed use to it. This discussion led participants
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to recognize that students of color have situations and experiences deemed as normal that other
students may not experience. Participants were able to conclude that students of color need more
attention paid to their sense of normalcy and how this different normal can help or hurt their
educational experiences.
Value of Book Clubs
In addition to highlighting research about student development and student affairs
professionals, the findings of this study confirm the value of book clubs to support White racial
identity development and the professional development of student affairs professionals. Polleck
(2011) identifies four growth areas four book club participants: 1) self-awareness and identity; 2)
self-management and responsible decision making; 3) social awareness and relational skills; and
4) academic-learning and literacy development (pp. 110-129). While Polleck worked with
adolescence in her studies (Polleck, 2011a; Polleck, 2011b; Polleck & Epstein, 2015), her focus
on book clubs, as a means to examine race, made her work suitable for this study. Participants
that volunteered for this study already had an interest in social justice issues and most had
participated in a book club on race before this study. Participants began the book club wanting to
learn more and grow and do better when it came to issues of equality and social justice,
especially with their interactions and conversations with their students of color. Through this
study however, participants grew in two areas identified by Polleck: self-awareness and identity,
and social awareness and relational skills. Self-awareness was displayed when participants
compared their upbringing to the lives of the characters they read about, which were vastly
different. Social awareness, relational skills and identity were all displayed when participants
discussed the differences with language used in the text from language they were used to and the
conversations and topics discussed. Importantly, participants shared how gun violence portrayed
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in the text and the response to gun violence was normalized for Black characters in ways that are
not normal in a White home. The findings of this study indicate that book clubs are valuable
when they include components that allow participants growth throughout the experience.
The voluntary nature of the book club has clear impacts on these findings. If participants
were mandated to participate for work or professional development, there is potential that similar
results may have emerged. Participants likely grew in these areas because of their desire to
change from the first meeting. It is likely that different demographics, such as a mixed-race
group, all-Black group, or even an all-male group, could lead to very different findings.
Implications of Findings (RQ2)
Significance of Applying WRID
To determine if dialogue about race influenced participants White Racial Identity
Development (WRID) levels, research question two illuminates one of the five core values,
equality and social justice, which connected to two themes: increased awareness of White racial
identity and influence from facilitator. SOC need to be seen as equal and treated fairly to their
White counterparts when it comes to their academics, emotions, and social life (Evans et al.,
2010). With the influence of the book club activities, participants were able to increase their
awareness of their White racial identity, which helped to increase their awareness of Black racial
identity as well. These themes suggest that White counselors and educators should become more
aware of their own racial identity to increase their effectiveness when working with students
culturally different from themselves (Mueller & Pope, 2001). The social and financial mobility
created through college success should be as accessible to SOC as it is for White students.
Book Clubs and Difficult Dialogue
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While this study anticipated participants experiencing challenges to discuss race and
racial identity during the book club, participants engaged in race-based dialogues without
difficulty. because of the book club structure. The lack of difficulty and overall comfort of the
participants may have been influenced by two factors: their motivation to learn more about
themselves and issues of racial equity and understanding, and the intentional structure of the
book club. The outcomes of the study could be different with participants who were required to
attend or participants who were not motivated to learn. The structure of the discussion, including
the book selection, the response activities, and the use of the WRID theory might have supported
participants in their comfort when talking about race. The structure of the book club was created
with two main purposes: to keep in mind that comfort of participants and that this comfort may
need to be challenged for growth to occur. Participants knew by joining this book that they may
feel uncomfortable when discussing topics on race but that their comfort was important to the
researcher. On the other hand, to grow, participants also knew they would be challenged to get
out of their comfort zone and stretch their thinking and response. The researcher structured book
club activities with this tension between participant comfort and discomfort in mind. As the
facilitator, I worked to create a space where participants felt comfortable taking risks in order to
grow. To decrease difficulty, the structures of this study seem to indicate that conversations
about race should be planned and, potentially, tied to a common experience like a shared text
(Polleck, 2011).
White Racial Identity Development (WRID)
Before the first book club meeting and after the last session, participants were asked to
assess their WRID levels. Helms (1990) describes WRID as a process of six stages that aid
White people in developing attitudes towards their own racial identity that correspond to their
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attitudes about Black people. Participants were able to utilize these stages to identify their
attitudes toward their own racial identity and the racial identity of Black people. Participants
moved across or within their levels which allowed them to increase awareness of White racial
identity development throughout the book club. This movement coincides with the research from
Mercer (2003) articulating how these stages are permeated with growth and change, only if the
person is willing and wants to change. Because of the influence of the facilitator, participants
showed growth throughout the book club. The Why Letter activity allowed participants to write a
letter to someone who identified as White and opposed the work they were doing with racial
justice. All participants operated in some aspects of the autonomy level, showing that growth had
indeed occurred. These findings indicate that book clubs focused on race may benefit from
identity development tools like the WRID and WRIAS. The use of these tools made racial
identity development an explicit focus of the book club and provided participants with a
vocabulary and metric for self-examination.
Implications of Findings (RQ3)
Significance of Recognizing Needs, Empathizing, and Immersion
To understand if discussing the text, The Hate U Give, shaped participants understanding
of students of color, research question three illuminates three of the five core values: overall
needs of the students, empathizing, and immersion into the culture of students. These themes add
nuance to the literature about what White student affairs professionals must recognize when
working to support the academic, social, and emotional needs of SOC (Evans et al., 2010).
Empathizing and immersion into the culture of students are two themes that reflect how
student affairs professions engage in caring for the student. Participants recognized that care can
be demonstrated through understanding SOCs situations and joining them in spaces outside of a
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formal office setting. Participants discussed going to spaces where students of color reside, such
as the cultural center. One participant even discussed the struggle she has with understanding
why students of color struggle with interacting with her as a White woman. This shows how
participants were willing to risk their comfort to infuse themselves into the lives of students of
color. Hannan et al. (2016) asserted the importance of awareness of surroundings, highlighting
the experience of being the only person of a particular race within a group. If SA professionals
immerse themselves in SOC everyday life, specifically in the residence hall or the student center,
SOC may be more comfortable engaging SA professionals and have a better experience at a
PWI. Empathizing comes into play when SA professionals realize that SOC may be different
from the majority student in ways that calls for additional programmatic supports for the SOC to
develop academically, emotionally, and socially (Evans et al., 2010). Data analysis revealed that
participants used the text to empathize with their SOC in many ways: dealing with problems,
tension between multiple worlds, and how the responsibility of preparing SOC falls back on SA
professionals. As Hannon et al. highlights, being a Black student at a PWI is equivalent to having
two jobs at the same time. Multiple participants characterized their empathy by discussing the
inner monologue SOC may have with themselves of about how to act, especially in the place
they call home away from home, their residence hall. Participants were able to take the
connections they made from the text to empathize with the lives of their students of color.
Participants highlighted the inner monologue of students of color, the thoughts they may have a
person of color in a White world. The themes of empathy and cultural immersion highlight the
role of inclusive campus norms for all students (Milem & Antonio, 2011), and the importance of
cross-racial interactions to make all students feel included (Kakourti, 2015). SA professionals
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can attend workshops and trainings to learn how to facilitate such interactions and to increase
their awareness of how to care for SOC.
Race-based Professional Development
Practical implications for this study speak to the ways student affairs (SA) professionals
and other university educators could benefit from professional development focusing on racism,
identity development and the needs of students of color that attend a predominately White
institution.
Professional development (PD) is one area student affairs professionals utilize to enhance
their personal and professional skills. The findings of this study indicate that student affairs
professionals should be evaluated to make sure they are prepared for supporting SOC at PWIs.
Karkouti (2015) highlights how student affairs professionals who lack preparation needed to host
social opportunities for SOC should attend professional development focused on becoming allies
for social justice. Research (Reason & Broido, 2005) has found that attending professional
development workshops or trainings can help enhance SA professionals’ skills and ability to lead
cross-racial interactions and discussions. These professional developments can be presented in
the form of a book club that discusses hot button topic like race and cultural competencies which
give the abilities to facilitate and participate in conversations amongst diverse groups (Sue &
Constantine, 2007). Young (2003) asserts that if SA professionals are not culturally competent
and these issues lead to discussions or altercations, there could be consequences such as anger,
hostility, silence, complaints, and misunderstandings that may block the learning process (p.
136). Developing cultural competencies is crucial, as Bresciani (2008) argues that unprepared
student affairs professionals may not be able to interact with students from different cultures
without being able to differentiate between cultures, values, and beliefs from all involved.
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Providing student affairs professionals with professional development opportunities focused on
race will provide an opportunity for creating awareness, recognizing, and legitimatizing culture
differences, using multiculturalism in program planning, and giving students an opportunity to
interact with their peers from different racial groups (Karkouti, 2015). In the end, participants did
show growth during this study in many ways. First, participants showed growth through their
movement of the White Racial Identity Development level when taking the WRIAS survey.
Second, participants deepened their understanding about the overall needs of students of color.
Participants started to put the needs of students of color before their own, which shows the
consideration of change that came about during this study.
Limitations
There were three limitations for this study: lack of generalization, the identity of the
researcher, and the limited timeframe. The small focus population of White student affairs
professionals and the qualitative design of this research suggests that findings cannot be
generalized. Another limitation was my identity and role as the researcher, I was the only person
of color in the book club. Participants could have held back based on what they perceived as my
emotional needs. The six-week timeframe for the study was also a limitation. Discussions were
sometimes shortened and activities were condensed to accommodate the participants’ winter
break schedule. This six-week session provided enough time for participants to develop trust
with each other and build authentic relationships but may have limited depth of discussion.
Future Research
A replication of this current study should be done to examine book clubs focused on
White racial identity development theory with White student affairs professionals who selfidentify as male, focusing on experiences of students of color at this same predominately White

THE TIME TO TALK IS NOW

120

institution. This future study would expand upon the needs for supporting SOC from a male’s
perspective and highlight any similarities and differences from the White female participants in
this study. Because this particular study only focused on female student affairs professionals, a
follow-up qualitative case study with White male student affairs professionals examining their
own racial identity could provide a more rounded understanding of the needs of SOC. This study
should also be conducted using a longer time frame. Instead of conducting the study over six
weeks, it should be conducted over an academic semester, which will allow participants more
time to focus on the text and reflection. Conducting a similar study over a full academic semester
will also enable a student component where participants could apply what they learn during the
book club sessions to their everyday work. Asking participants to document and reflect on
interactions with students would allow participants to consider the student perspective more
intentionally.
Conclusion
In the end, this study highlighted many valuable aspects of improving the awareness of
White student affairs professionals as well as readers who were interested in increasing their
awareness on racial justice issues SOC face while attending a predominantly White institution
(PWI). One of these aspects worth mentioning is the importance of book clubs for the purpose of
increasing awareness on such topics. Participants were able to analyze the text on their own,
discuss their analysis during the book club and make conclusions on what they believed their
SOC needed during each book club setting. Another aspect was the fact that student affairs
professionals gained numerous ways to interact and communicate with SOC who attend PWI, to
increase their chance at success and decrease their decision to transfer or drop out altogether.
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Appendices

Appendix A
Initial Email to Participants
Good morning/afternoon,
I want to introduce myself again, my name is Imari Hazelwood and I will be the researcher on this study titled:
“Making Ends Meet: Race-based dialogue and racial identity development amongst White student affairs
professionals and the restructuring of their perceptions of students of color.”
Thank you again for agreeing to participate in this study. As a reminder, this I a 6-week long book club, one session
a week. The session will be held on (example: Wednesdays 12-1pm). The sessions will be conducted via Zoom. If
you are unfamiliar with Zoom, the link below will be a good tool for you to use. Each session will be recorded by
Zoom and reviewed by myself and my dissertation chair only. The book we will read is “The Hate You Give” and
will be provided free of charge to you. I will need to know what the best way for me will be to get it to you. If you
already have a copy of the book, please let me know this as well. During each section, you will be prompted with
questions and activities that will allow you to take what you have read and share with your colleagues your thoughts,
feelings, concerns, etc. This may be an uncomfortable task for you, talking about race and racial issues, but I believe
that is how growth and learning occur. We ask for our students to step outside their comfort zone so now I believe it
our time to do so as well.
Before the start of the book club, I will conduct a one on one interview with each of you, which should take about
40-45 minutes individually, through Zoom. During this time, we will discuss and do three procedures:
1.
2.

3.

One on one interviews: This will be a time that I will ask several questions that pertain to demographics,
race, book clubs, etc. You will also have time to ask me questions as well.
Discuss the WRIAS survey: The White Racial Identity Attitude Scale (WRIAS) survey is a 50-item
assessment that measures White racial identity development. We will discuss these results and again you
will have time to ask me questions. Please complete the survey (see attached) and email me results prior to
the interview.
Discuss WRID: The White Racial Identity Development (WRID) theory is a set of stages that guides White
people in their development process. There are six stages (see attached) and you are to read about each one
and decide which stage you are at. During this time, we will discuss this as well and again, you will have a
chance to ask me questions.

***These three procedures will be asked of you again immediately following the end of the 6-session book club***
Once you have completed the procedures above, please email them back to me, including the information on how I
should get your book to you. My email is imari.hazelwood@wku.edu. If you should have any questions, concerns,
please do not hesitate to contact me. And remember, at any time, you can say no to participating in this study. Please
let me know this as well.
Thanks in advance,
Imari Hazelwood
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Appendix B
White Racial Identity Attitudes Scale (WRIAS)
This questionnaire is designed to measure people’s social and political attitudes. There are no
right or wrong answers. Use the scale below to respond to each statement. Write the number that
best describes how you feel.
1-Strongly Disagree 2- Disagree

3-Uncertain

4-Agree

5-Strongly Agree

1. I hardly think about what race I am. ____
2. I do not understand what Blacks want from Whites. ____
3. I get angry when I think about how Whites have been treated by Blacks. ____
4. I feel as comfortable around Blacks as I do around Whites. _____
5. I involve myself in causes regardless of the race of the people involved in them. ____
6. I find myself watching Black people to what they are like. _____
7. I feel depressed after I have been around Black people. ____
8. There is nothing that I want to learn from Blacks. ____
9. I seek out new experiences even if I know a large number of Blacks will be involved. ___
10. I enjoyed watching the different ways that Blacks and Whites approach life. ____
11. I wish I had a Black friend. ____
12. I do not feel that I have the social skills to interact with Black people effectively. _____
13. A Black person who tries to get close to you is usually after something. _____
14. When a Black person holds an opinion with which I disagree, I am not afraid to express
my viewpoint. _____
15. Sometimes jokes based on Black people’s experiences are funny. _____
16. I think it is exciting to discover the little ways in which Black people and White people
are different. _____
17. I used to believe in racial integration, but now I have my doubts. _____
18. I’d rather socialize with Whites only.
19. In many ways Blacks and Whites are similar, but they are also different in some
important ways. ____
20. Blacks and Whites have much to learn from each other. ___
21. For most of my life, I did not think about racial issues. ___
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22. I have come to believe that Black people and White people are very different. ___
23. White people have bent over backwards trying to make up for their ancestor’
mistreatment of Blacks, now it is time to stop. ___
24. It is possible for Blacks and Whites to have meaningful social relationships with each
other. ___
25. There are some valuable things that White people can learn from Blacks that they can’t
learn from other Whites. ___
26. I am curious to learn in what ways Black people and White people differ from each other.
___
27. I limit myself to White activities. ___
28. Society may have been unjust to Blacks, but it has also been unjust to Whites. ___
29. I am knowledgeable about which values Blacks and Whites share. ___
30. I am comfortable wherever I am. ___
31. In my family, we never talk about racial issues. ___
32. When I must interact with a Black person, I usually let him or her make the first move.
___
33. I feel hostile when I am around Black people. ____
34. I think I understand Black people’s values. ___
35. Blacks and Whites can have successful intimate relationships. ___
36. I was raised to believe that people are people regardless of their race. ___
37. Nowadays, I go out of my way to avoid associating with Blacks. ___
38. I believe that Blacks are inferior to Whites. ___
39. I believe I know a lot about Black people’s customs. ___
40. There are some valuable things that White people can learn from Blacks that they can’t
learn from other Whites. ___
41. I think that it’s okay for Black people and White people to date each other as long as they
don’t marry each other. ___
42. Sometimes I’m not sure what I think or feel about Black people. ___
43. When I am the only White in a group of Blacks, I feel anxious. ___
44. Blacks and Whites differ from each other in some ways, but neither race is superior. ___
45. I am not embarrassed to admit that I am White. ____
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46. I think White people should become more involved in socializing with Blacks. ___
47. I don’t understand why Black people blame all White people for their social misfortunes.
___
48. I believe that White people look and express themselves better than blacks. ___
49. I feel comfortable talking to Blacks. ___
50. I value the relationships that I have with my Black friends. ___
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Appendix C
White Racial Identity Development Stages (WRID)
This questionnaire is designed to measure of White racial identity. There are no right or wrong
answers. Read each statement and write the down stage that best describes where your identity
current level.
1. Contact Stage: oblivion to racism; lacks understanding of racism; has minimal
experiences with Black people; may profess to being color-blind.
2. Disintegration: believes they are nonracist; believes all men are created equal but treats
Black people as second citizen; doesn’t acknowledge that oppression exists while
witnessing it.
3. Reintegration: idealize one’s own social-racial group; tolerant of other minority groups;
more conscious belief in White superiority; blames race problems is on the minority
group.
4. Pseudo-independence: had an encounter or event that was insightful; attempts to
understand race and culture differences and may reach out to interact with minority group
members based on similarities; understanding of race issues primarily for intellectual and
conceptual reasons.
5. Immersion/Emersion: questioning what it means to be White; personal meaning of
racism; how they benefit from White privilege; confronts one’s own biases; becomes
more of an activist to combat racism and oppression.
6. Autonomy: Increases awareness of one’s own Whiteness; reduces feelings of White guilt;
accepts one’s own role in perpetuating racism; renewed determination to abandon one’s
own White entitlement; more knowledgeable about race; no longer fearful,
uncomfortable, intimidated with the experiential reality of race.
Boise State, Multicultural Student Services, https://www.boisestate.edu/mss/tunnel-ofoppression/inside-the-tunnel/helms-white-racial-identity-development-model/
My current identity level is (Before the book club): ____________________________________

My current identity level is (After the book club): _____________________________________
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Appendix D
Semi-Structured Interview Protocol
Pre-Interview Questions
The questions for the pre- and post-interview were created based on a few things:
WRIAS/WRID, book club process, job experiences. Questions about the WRIAS/WRID were
added because participants were asked to choose their WRID levels and to complete the WRIAS
prior to the book club so these results needed to be discussed in the interviews. The book club
process was important to discuss during the interviews to find out participants prior book club
experience as well as an evaluation of their experiences after this book club. Lastly, it was
important to include questions about the participants’ job experiences, specifically their
interactions with students of color and the diversity of their workplace.
o Have you ever participated in a book club in general? About race?
o How did participating in a book club prior influence your choice to participate
now? Did you learn anything from there that you have used already?
o Why are you interested in participating now?
o What are some topics or ideas that you might be hard to talk about during this
book club?
o The book is The Hate You Give. Have you heard of or read this book before?
o Have you ever had conversations about race and racism? With who?
o What are your experiences/interactions with SOC in your work area?
o What are your thoughts on the WRIAS survey?
o What WRID level would you say you identify with? Explain.
o What do you hope to gain from this experience?
o Any other thoughts/concerns/questions?
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Appendix E
Zoom
Zoom will be used to conduct on meetings (i.e., pre and post interviews and book club sessions).
View link to learn more about Zoom https://zoom.us/.
Tutorial videos/resources: https://zoom.us/resources
How to join a meeting: https://zoom.us/docs/image/new/resouces/0_ce3e498.jpg
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Appendix F
Book Club Procedure and Session Activities
Book Club Procedure
Session 1: Questions on a card
Session 2: Create a question
Session 3: Connection to the text
Session 4: Choose a Character
Session 5: Share a journal entry
Session 6: Final thoughts
Questions on a Card was an activity, where pre-thought out questions were placed on a
numbered index card. The participants will choose a number, I called on them in the order that
they appear on my screen via Zoom. Once they choose a number, they got the chance to answer
that particular question. Participants were able to get a chance to comment on each question as
well. For example:
1. What do you believe Starr meant by this quote, “Either version of me”?
2. How you perceive that Starr feels about having to be two different people for when she is
at home and at school?
3. On page 20, Starr describes having “the talk” with her parents. The talk about race is not
a talk that everyone has to have with their children. Is this the first time you have heard
this? What did you think about when reading this passage?
Create a question was an activity that prompts participants to think outside the box. Participants
were given statements or phrases from the text and were given 2 minutes to create a question for
the group based on their statement or phrase. Participants took turns asking their questions and
two participants volunteered to answer each question.
Connection to the text was an activity where participants will choose a passage from the
sessions’ readings and they were asked to discuss how they connected to the text. They will take
turns facilitating the group conversation during this session.
Choose a character will be an activity where participants will be asked to choose a character,
beforehand, that stands out to them, whether they relate to them or it reminds them of someone
they know; I will ask them again to stretch their thinking on this activity and then of course each
participant will share.
Share a journal entry, participants will choose a passage from their journal to read to the group
and explain what they were thinking about and which section of the book this passage came
from.
Final Thoughts, will be the final chance for participants to share anything they learned,
concerned about, suggestions for the future, etc. I will ask participants to bring three
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(ideas/questions/suggestions) to pose to the group and this will be how the discussion is formed
in the last session.
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Appendix G
Post-Interview Questions
o
o
o
o
o
o
o
o
o
o
o

What did you gain overall from this study?
What were some struggle areas that they came up during this book club?
Will you read this book again? Books like this? Share with anyone?
How did the book club make you think about SOC in your work area?
Did you have conversations about race on your job? At home? Etc.?
How do you think this experience will influence your conversations about
race and racism in the future?
What WRID level would you say you identify with now? What did you learn
about your White Racial Identity?
What were your thoughts on the WRIAS survey the second time and now that
the book club is over?
Would you participate in another book club on race in the future?
How do you plan to use what you have learned in this study?
Any other thoughts/issues/questions???
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Appendix H
Pre-Post WRIAS Data Profiles Compared
This chart explains the breakdown of the WRIAS survey subscale scores for each participant
before and after the book club. Each participant took the WRIAS survey twice, which consisted
of 50 statements that where measured by a Likert scale from 1 to 5. Below are the calculations
for each participant’s scale score for each stage for both times. Each stage resulted in a scale
score. What is bolded is the highest scale score, which indicates a dominate stage of racial
development. (This was done for the WRIAS survey before the book club session as well as
after)
Hayden
Contact
Disintegration
Reintegration
Pseudo-Independence
Autonomy

Pre-scores
1----3+0+5+3+0x1 =11/10= 1.1
2----4+0+3+2+4x2=26/10= 2.6
3----1+2+2+2+0x3=21/10= 2.1
4----3+3+3+3+4x4=64/10= 6.4
5----0+0+1+1+1x5=15/10= 1.5

Post scores
1----5+5+1+4+4x1=19/10= 1.9
2----2+0+3+2+0x2=14/10= 1.4
3----0+0+0+0+0x3=9/10= 0.9
4----4+4+1+3+2x4=72/10= 7.2
5----0+5+4+2+3x5=70/10= 7.0

Sandy
Contact
Disintegration
Reintegration
Pseudo-Independence
Autonomy

Pre-scores
1----3+1+1+5+1x1=11/10= 1.1
2----1+4+1+2+3x2=22/10= 2.2
3----4+4+4+0+0x3=36/10= 3.6
4----3+0+2+2+0x4=28/10= 2.8
5----0+1+1+2+5x5=45/10= 4.5

Post-scores
1----3+3+1+4+1x1=12/10= 1.2
2----2+0+1+2+3x2=16/10= 1.6
3----1+4+3+1+0x3=27/10= 2.7
4----4+2+3+1+0x4=40/10= 4.0
5----1+1+1+2+5x5=50/10= 5.0

Konnie
Contact
Disintegration
Reintegration
Pseudo-Independence
Autonomy

Pre-scores
1----3+3+3+4+3x1=16/10= 1.6
2----3+3+2+3+0x2=22/10= 2.2
3----2+1+1+1+0x3=15/10= 1.5
4----2+2+1+0+5x4=40/10= 4.0
5----0+1+1+3+1x5=30/10= 3.0

Post-scores
1----3+3+3+4+4x1 =17/10= 1.7
2----3+2+2+2+0x2=16/10= 1.6
3----2+2+1+2+0x3=21/10= 2.1
4----3+2+1+0+4x4=56/10= 5.6
5----0+1+2+3+1x5=35/10= 3.5

Kim
Contact
Disintegration
Reintegration
Pseudo-Independence
Autonomy

Pre-scores
1----3+2+2+5+3x1=15/10= 1.5
2----3+4+1+0+1x2=28/10= 2.8
3----3+3+2+2+0x3=30/10= 3.0
4----2+4+3+2+2x4=44/10= 4.4
5----0+5+1+2+3x5=55/10= 5.5

Post-scores
1----4+4+2+4+2x1=16/10= 1.6
2----2+3+3+1+1x2=20/10= 2.0
3----2+1+1+2+1x3=21/10= 2.1
4----3+0+1+1+2x4=44/10= 4.4
5----0+2+2+3+1x5=40/10= 4.0

Heidi
Contact
Disintegration

Pre-scores
1----3+4+2+4+3x1=15/10= 1.5
2----3+2+2+4+0x2=22/10= 2.2

Post-scores
1----4+4+2+4+1x1=16/10= 1.6
2----2+1+1+2+3x2=18/10= 1.8

THE TIME TO TALK IS NOW

142

Reintegration
Pseudo-Independence
Autonomy

3----2+1+2+0+2x3=21/10= 2.1
4----3+2+1+2+2x4=40/10= 4.0
5----0+0+2+1+2x5=25/10= 2.5

3----0+1+2+1+1x3=15/10= 1.5
4----5+4+3+3+3x4=72/10= 7.2
5----0+0+1+5+5x5=55/10= 5.5

Whitney
Contact
Disintegration
Reintegration
Pseudo-Independence
Autonomy

Pre-scores
1----2+3+1+4+1x1=11/10= 1.1
2----1+1+2+1+2x2=14/10= 1.4
3----2+3+2+3+2x3=36/10= 3.6
4----4+0+1+1+1x4=24/10= 2.4
5----2+3+3+2+3x5=65/10= 6.5

Post-scores
1----4+4+3+5+3x1=19/10= 1.9
2----1+1+0+1+1x2=8/10= 0.8
3----0+1+1+3+2x3=21/10= 2.1
4----3+2+1+1+1x4=32/10= 3.2
5----3+2+4+2+2x5=65/10= 6.5

Sarah
Contact
Disintegration
Reintegration
Pseudo-Independence
Autonomy

Pre-scores
1----4+3+4+4+1x1=16/10= 1.5
2----3+1+2+1+2x2=18/10= 1.8
3----1+0+1+1+3x3=18/10= 1.8
4----2+4+0+3+4x4=68/10= 6.8
5----1+2+4+2+1x5=50/10= 5.0

Post-scores
1----4+3+1+4+2x1=14/10= 1.4
2----1+2+2+1+2x2=16/10= 1.6
3----1+0+2+0+0x3=9/10= 0.9
4----2+2+0+5+3x4=48/10= 4.8
5----3+3+4+1+2x5=65/10= 6.5
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Appendix I
Journal Entry Prompt
o For each journal entry, participants will use the journals to do the following:
o Reflect and take notes on the chapters/readings for that particular week
§ How did you feel reading this this week?
§ Did you discuss this with anyone?
§ What stuck with you?
§ Did you have any connections to the readings this week?
§ Anything else that you want to share?
o Write out notes/answers for that weeks’ activity (each described above)
o Any of questions, concerns, issues that may arise during that week

